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ABSTRACT
It is widely accepted that the success of higher education institutions is dependent
on effective competent leaders and leadership. It is also recognised that leadership
in a higher education context is uniquely different to leadership in other settings.
However, the capacity for effective leadership in the higher education context is
still evolving and it is this emergent quantum that is the primary focus of this
research study.

There is growing evidence to support the proposition that emotional intelligence is
strongly linked to effective leadership in the higher education setting (Scott,
Coates & Anderson 2008). A premise that emotional intelligence can influence an
individual’s job satisfaction is also well supported (Abraham 2000; Carmeli 2003;
Barsh 2009). However, a comprehensive review of relevant literature implies that
there is a gap in the evidence to substantiate these hypotheses. This study
addresses these gaps by explicitly examining the relevance and interrelationships
between emotional intelligence, leadership practice and job satisfaction in a higher
education context. The purpose of this study was to identify and articulate the
relevance of these three constructs for effective leadership in higher education. A
leadership competency framework consisting of five effective leadership practices
was developed to guide this research investigation and to provide a scaffold for
presenting the ensuing outcomes. An aim of the study was to generate a sound
evidence-based framework for designing leadership capacity development
initiatives that will strive to enhance the capability of current and future leaders
and leadership in higher education.

A mixed mode case study approach comprising eleven cases was used to
investigate four research questions: (1) What is the relevance of emotional
intelligence for leadership in a higher education context? (2) What aspects of
emotional intelligence should be included in leadership capacity development
initiatives in a higher education context? (3) How can emotional intelligence for
leadership in a higher education context be developed? (4) Is there any relevance
between job satisfaction and emotional intelligence or leadership practice in a
higher education context? Qualitative and quantitative data was collected through
interviews, surveys and a parametric test designed to assess individuals’
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emotional intelligence. Data analysis focused on establishing themes emerging
from the qualitative data to address the research questions and expand upon the
quantitative findings. Comparative, correlational and statistical analyses were
employed to scrutinize the qualitative and quantitative data in an effort to
explicitly answer the four research questions.

The findings of this study suggest that emotional intelligence is a highly relevant
construct for effective leadership in higher education. The emotional intelligence
competencies related to self-awareness, self management, social awareness and
social skills found to be most applicable for effective leadership in higher
education. Empathy was identified as a major element that underpins the
effectiveness of emotional intelligence for leadership. The ability to be able to
appreciate an individual’s motivations and concerns and appropriately manage
these to evoke a desired and productive outcome was found to be synonymous
with highly effective leadership practice. A synthesis of the emotional intelligence
competencies and abilities identified as most pertinent for effective leadership
practice in higher education resulted in the generation of twelve emotional
intelligence capabilities. These capabilities are presented as an articulation of the
relevance of emotional intelligence for effective leadership in higher education.
Emotional intelligence was also found to be significantly aligned to job
satisfaction and emotionally intelligent leaders who had positive job satisfaction
were found to be more effective. A framework has been designed to illustrate the
specific elements and interrelationships between job satisfaction, emotional
intelligence and effective leadership that this research study identified.

The most appropriate means of developing emotional intelligence for leadership
in higher education is by way of a cyclical continuum of learning that focuses on
fostering an awareness of emotional intelligence leadership concepts, promoting
the practice of these concepts in an authentic context and engaging in reflective
practice to highlight leadership concepts that do and don’t work and why. An
important feature of a leadership capacity development initiative in higher
education is that it must be relevant to the higher education environment. An
evidence-based curriculum for leadership development that is suited to the higher
education context is an additional outcome of this study. This curriculum has been
informed by a synthesis of the most relevant emotional intelligence abilities and
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competencies for each of the leadership competency framework practices. This
synthesis focused on generating a suite of content outcomes and knowledge and
skill objectives that should be included in leadership capacity development
initiatives in a higher education context. Finally, several recommendations are
proposed, as a consequence of this research study, for the enhancement of current
and future leaders and leadership in higher education.
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CHAPTER ONE:
INTRODUCTION

1.1

CHAPTER OVERVIEW AND INTRODUCTION

Leadership is a much debated topic and one that has generated abundant research
in regard to the competencies, factors, principles, attributes, traits, behaviours and
qualities that beget effective leadership. Countless articles, books and reference
literature have attempted to answer the question of ‘What makes an effective
leader?’ In response to this question, numerous theories, attributes and models of
effective leaders and leadership have been proposed (Hitt 1993; Parker 1994;
Finigan 1999; Garcia & Stewart 2000; Goleman 2000; Higgs & Rowland 2000;
Dunn & Pope 2001; Cohen 2002; Parry & Meindl 2002; Goleman 2004; Armitage
et al. 2006; Lewis et al. 2006; Williams 2008). Leadership in higher education has
also been widely researched over a sustained period to identify elements, practices
and aspects of effective leadership (Rowley 1997; Ramsden 1998; Rantz 2002;
Gibbs, Knapper & Picinnin 2006; Bryman 2007a; Bryman 2007b; Scott, Coates &
Anderson 2008). In the context of this research study the broad conceptualisation
of effective leadership is perceived as the ability to successfully move others
toward a desired mission or goal.

There is sound evidence to suggest that emotional intelligence is a key factor in
effective leadership performance and that emotionally intelligent leadership will
result in highly productive and successful work organisations (Chen, Jacobs &
Spencer 1998; Goleman 1998a; Cavallo & Brienza 2010). In the higher education
setting there has also been research to support the importance of emotional
intelligence for effective leadership (Rantz 2002; Rowley & Sherman 2003;
Bryman 2004; Bryman 2007a; Scott, Coates & Anderson 2008; Bryman 2009).
This research investigation examined the relevance and significance of emotional
intelligence competencies and abilities for effective leadership in higher
education. While literature identifies the importance of emotional intelligence for
effective leadership in higher education (Hesburgh 1988; Horner1997; Hall 2002;
Anderson & Coates 2009), it does not explicitly establish how emotional
intelligence is applicable for leadership. This study aimed to identify the pertinent
Chapter 1
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emotional intelligence competencies and abilities and the practical applications of
these for leadership in the higher education sector.

This research study also explored and endeavoured to distinguish the elements of
emotional intelligence that should be developed for effective leadership in higher
education. Emotional intelligence training and development programmes are
escalating in popularity and employment in various work settings including higher
education. However, there is little empirical evidence to verify that these
development programmes are in fact resulting in sustainable emotional
intelligence competencies and/or abilities transpiring in practice. Bolden, Petrov
and Gosling (2008) stress that the success of development initiatives in higher
education rely on the programme content being relevant to “how leadership
practice actually occurs within universities” (2008, p70). An intention of this
study was to conduct an in-depth examination of the relevance of emotional
intelligence for effective leadership practice in higher education, thereby leading
to the elucidation of emotional intelligence competencies and/or abilities that are
relevant and as such should be developed for leadership in a higher education
context. A subsequent aim from this examination was to establish a framework for
developing emotional intelligence for leadership in a higher education context.

This research project examined various strategies for developing emotional
intelligence for leadership in a higher education context. While there has been
significant progress in regard to the development of leadership in higher education
there are few if any programmes available that address how emotional intelligence
for leadership in higher education can best be developed. The Australian
Government through the Australian Learning and Teaching Council1 (ALTC) are
providing incentives for universities to examine and explore how leadership in
higher education can be enhanced. Initiatives targeting leadership and leadership
development are funded through the ALTC ‘Leadership for Excellence in
Learning and Teaching Program’ (LELT) (http://www.altc.edu.au/grants-fundingavailable#leadership-program). The instigation of this programme and the

1

The Australian Government established The Australian Learning and Teaching Council in August 2004 as a
national focus for the enhancement of learning and teaching in higher education. It was initially named the
Carrick Institute for Learning and Teaching in Higher Education until this name was changed to The
Australian Learning and Teaching Council (ALTC) in May 2008.
Chapter 1
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commitment to it by the Australian Government, in the provision of substantial
funding, acknowledges the importance and need for leadership development in
higher education. A leadership capacity development programme that was a
component of an ALTC, LELT project was the basis for investigating leadership
capacity development strategies in this research study. The ensuing aim of this
investigation was to identify effectual strategies that would be of greatest benefit
and most relevant for developing emotional intelligence for leadership in a higher
education context.

Finally this research study explored the relevance and interrelationships between
job satisfaction, emotional intelligence and effective leadership. Numerous
theorists have highlighted the fact that leaders’ emotional intelligence can impact
on job satisfaction and job performance (Bachman et al. 2000; Gardner & Stough
2002; Wong & Law 2002; Prati et al. 2003). Embracing this assertion, this study
examined whether there is any significance or interrelationship between job
satisfaction, emotional intelligence and effective leadership. The aim of this
examination was to identify and explain the significance and interrelationships, if
any, between job satisfaction, emotional intelligence and leadership practice for
overall effective leadership in a higher education context.

This introductory chapter provides a background and rationale for this research
project, it details the research questions, presents a synopsis of the personal
experiences that resulted in this particular focus of research investigation and
describes the organisation of this thesis. Figure 1.1 provides a detailed overview
of the chapter.
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1.2 Background: Positions this research in the broader context within which it sits and
provides details of some of the factors that have influenced the design and focus of this
investigation.

1.3 Field of Study: Outlines the research questions that have underpinned this
investigation and describes the research population and key research activities undertaken
throughout the study.

1.4 Researcher’s Background: Explains the primary motivations of the researcher that
were integral to the conception and initiation of this research study.

1.5 Summary: Summarises the purpose of this research study and provides a précis of the
chapters in this thesis.
Figure 1.1 Chapter 1 overview

1.2

STATEMENT OF PROBLEM

Leaders and leadership in higher education exist in both formal and informal
contexts. An individual may have a formal leadership position such as Dean, Head
of School, Director of a Department/Division, or Year/Course/Subject
Coordinator or they could have an informal leadership role as a renowned
specialist in their discipline, expert teacher, or accomplished researcher. In the
higher education setting, leadership positions are often filled by academic staff
who have informal leadership acumen but limited experience in formal
management or leadership roles and responsibilities (Rowley & Sherman 2003).
Such leaders may not necessarily aspire to managerial or leadership roles and as
such may have inadequate training or preparation for formal leadership roles.

Current research (Rowley & Sherman 2003; Marshall 2006; Scott, Coates &
Anderson 2008) suggests the need to address leadership capacity development
within the higher education sector, particularly in relation to leadership for
improving teaching and learning. According to Bisbee (2007) many of the
academic leaders in institutions come from within the institution and the faculty.
As such, Bisbee suggests that institutions should “make a serious investment in
professional development and career training” (p85) of those from within the
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institution likely to become leaders. This investment by institutions would ideally
see the implementation of leadership development programmes for academics not
yet in formal leadership positions. The facilitation of such programmes could
contribute to the success of an institution, through the enhanced leadership of
academics. Such programmes may also be a pertinent factor in an organisation’s
long term strategic planning, particularly in relation to succession planning.

Marshall (2006) in reviewing the historical evolution of programmes designed to
develop leadership in higher education reports on a wide variety of approaches
that have been employed. These range from those that simply identify and appoint
effective leaders to those that focus on developing specific traits, skills, styles or
behaviours for leadership in a particular situation. There is also a contention that
leadership in universities should be exercised by everyone (Ramsden 1998;
Anderson & Johnson 2006). This assertion is underpinned by the premise that
leadership occurs both formally and informally across all roles, responsibilities
and activities of an institution.

Anderson and Johnson (2006), attest that leadership development in higher
education is far too dependent on “learning on the job” (p1) and there is a
presumption that formal development of leaders in higher education is limited
(Pounder 2001). These opinions are supported by Bisbee (2007) who reports that
an expressed concern of academic leaders is that leadership training is not valued
by institutions. Bryman (2007b) suggests that the lack of empirical research
addressing leadership in higher education is the underlying factor accounting for
deficits in leadership development programmes in higher education. He goes on to
suggest that leadership training programmes in higher education should be
designed to develop features associated with effective leadership (Bryman 2007b).

Recently momentum has been generating around the importance and need for
developing emotional intelligence for effective leaders and leadership across
higher education roles (Scott, Coates & Anderson 2008). Salovey and Mayer
(1990) first conceptualised emotional intelligence as a component of social
intelligence defining it as “the ability to monitor one’s own and others’ feelings
and emotions, to discriminate among them and to use this information to guide
one’s thinking and actions” (p189). This definition of emotional intelligence was
Chapter 1
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further developed by Mayer and Salovey (1997) to incorporate a notion of
thinking about feelings and using emotions to enhance actions. Emotional
intelligence in the context of this research study is being examined from two
different perspectives - an ability paradigm and a competence paradigm.

The ability paradigm of emotional intelligence (See Section 2.7.1 for more details
regarding the ability paradigm of emotional intelligence) conceptualises emotional
intelligence as four branches of interrelated psychological processes. Each of
these branches of emotional intelligence has a set of developmentally sequenced
abilities that are progressed through from lower order to higher order abilities as a
person becomes more emotionally intelligent. The first branch of the ability
paradigm of emotional intelligence is perceiving, appraising and expressing
emotions. This branch endorses abilities that are fundamental for the other
emotional intelligence branches and concerned with the accurate identification,
expression and differentiation of emotions in oneself and in others. Emotional
facilitation of thinking is the second branch in the ability paradigm and concerned
with using emotions to enhance performance in tasks or activities. These abilities
focus on using emotions to prioritse information, assist judgement and solve
problems. Understanding and analysing emotions is the third branch of the ability
paradigm and relates to recognising and comprehending emotions distinguishing
differences in emotions and appreciating how and why emotions develop over
time. Regulating and managing emotions is the final branch of the ability
paradigm of emotional intelligence involving the ability to control and moderate
emotions in oneself and others.

The competence view of emotional intelligence (See Section 2.7.2 for more
details regarding the competency paradigm of emotional intelligence) frames
emotional intelligence as four dimensions of emotional competence related to
either personal or interpersonal competencies. The first two dimensions of the
competency paradigm - self awareness and self-management, are the personal
competencies. Self awareness competencies are concerned with accurately
recognising and appraising one’s own emotions, strengths and limitations while
self management is about responsibly managing one’s own emotions and
behaving in a controlled manner. The third and fourth dimensions of the
competency paradigm, are the interpersonal competencies of social awareness and
Chapter 1
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social skills. Social awareness is predominantly concerned with understanding the
emotions of others and an appreciation of the underlying causes for these
emotions. Social skills relates to the appropriate and effective management of
others in light of their perceived emotions and feelings.

There is growing evidence to support the benefits and importance of emotionally
intelligent leaders and leadership. Goleman’s (2004) support for this claim that
effective leaders possess high degrees of emotional intelligence, stem from his
studies of outstanding leaders. In one study, Johnson & Johnson (a global
American pharmaceutical, medical devices and consumer packaged goods
manufacturing company) had divisions around the world nominate a total of 358
high potential leaders. 1,400 employees of these identified leaders were given an
180 question survey that measured competencies associated with leadership
performance, including emotional intelligence to complete. Goleman discovered,
from an analysis of the gathered data, that the highest performing managers had
significantly more emotional intelligence capabilities. When he compared star
performers with average ones in senior leadership positions, Goleman further
identified nearly 90% of the difference in their profiles to be attributable to
emotional intelligence factors. Numerous other studies (e.g. Goleman 1998b;
Ashkanasy, Hartel & Zerbe 2000; Goleman 2000; Palmer et al. 2001; Goleman,
Boyatzis & McKee 2002; Ashkanasy & Dasborough 2003; Carmeli 2003;
Dulewicz & Higgs 2003; Higgs & Aitken 2003; Rosete & Ciarrochi 2005) have
found that emotional intelligence is strongly linked to effective leadership that is
synonymous with positive performance outcomes. Furthermore, theorists posit
that leaders’ emotional intelligence can significantly impact on work related
outcomes such as job satisfaction and job performance in leaders and their staff
(Bachman et al. 2000; Gardner & Stough 2002; Wong & Law 2002; Prati et al.
2003). Other studies have found that emotionally intelligent leaders are thought
to:


be happier and more committed to their organisation (Abraham 2000);



desire and achieve greater success, lead an effective team and be more
satisfied working with others (Miller 1999; Gardner & Stough 2002);



inspire trust, loyalty and commitment, achieve results that are beyond
expectations and many of the greatest productivity gains, innovations and
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accomplishments from individual staff and work teams (Cooper 1997;
Johnson & Indvik 1999); and


take advantage of and use positive emotions to predict major improvements in
an organisation’s functioning, improve decision making and instill
enthusiasm, trust and cooperation in employees (George 2000).

According to McGarvey (1997) the more senior a leader is the more relevant their
emotional intelligence. While Voola, Carlson and West (2004) argue that
organisations possessing emotionally intelligent leaders will be more likely to
obtain a competitive advantage. This research project attempts to evaluate the
relevance of emotional intelligence competencies and abilities for leadership in
higher education and identify those competencies and/or abilities that should be
explicitly developed for effective leadership in higher education. It examines
leadership development and endeavours to elucidate the key components and
strategies for developing emotionally intelligent leaders in a higher education
context.

1.3

FIELD OF STUDY

This thesis addressed four research questions.
1. What is the relevance of emotional intelligence for leadership in a higher
education context?
2. What aspects of emotional intelligence should be included in leadership
capacity development initiatives in a higher education context?
3. How can emotional intelligence for leadership in a higher education context be
developed?
4. Is there any relevance between job satisfaction and emotional intelligence or
leadership practice in a higher education context?

Research question 4 examines job satisfaction in relation to two separate factors.
Firstly, this question focuses on elucidating whether there is any significant
relationship between job satisfaction and emotional intelligence and secondly,
whether there is any significant relationship between job satisfaction and effective
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leadership practice. Further information about how gathered data was analysed to
address the four research questions has been detailed in Section 3.5.

Eleven participants (Scholars) were recruited from three Australian universities La Trobe University in Victoria, Flinders University in South Australia and the
University of Wollongong in New South Wales. These Scholars, all academics
committed to the Scholarship of Teaching and Learning (SoTL) in higher
education, were engaged in the second phase of implementation of an ALTC,
LELT project2. This research study centered around the implementation of this
ALTC project (herein referred to as the Distributive Leadership Project) that was
designed to investigate the development of leadership capacity through a facultybased scholars’ network. The central component of the Distributive Leadership
Project was the opportunity for Scholars to provide and develop leadership
through the implementation of an authentic action learning project that had an
assessment focus and the organisation of a National Assessment Roundtable
event. Scholars also engaged in mentoring and coaching activities and a
community of practice to enhance their leadership capacity development. Not all
of the Scholars engaged in the Distributive Leadership Project participated in this
research study. Those Scholars who were subjects in this investigation
participated in the research activities in addition to the requirements and activities
of their engagement in the Distributive Leadership Project.

The research activities in this study centered around exploring Scholars’
perceptions of:


the relevance and significance of emotional intelligence for leadership in a
higher education context;



the key elements and aspects of emotional intelligence that should be
developed for leadership in a higher education context; and



effective strategies for the development of emotional intelligence for
leadership in a higher education context.

2

Project title Distributive leadership for learning and teaching: Developing the faculty scholar model – Lead
Institution The University of Wollongong further details on the specific project are available at
http://www.uow.edu.au/cedir/DistributiveLeadership/index.htm
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This study also examined the relevance and interrelationships between Scholars’
job satisfaction, emotional intelligence and practice of effective leadership. Table
1.1 outlines the key activities and timeframes of the Distributive Leadership
Project and this research study.

It is important to note that the researcher in this study had a dual role as both a
consultant and researcher on the topic of emotional intelligence and leadership.
This dual role is both a strength and a potential limitation. The researcher while
enthusiastic about and a strong advocate for emotional intelligence in leadership
which is a strength, may be less objective than a person without these convictions
which is a potential limitation. Throughout this investigation the researcher has
been mindful of this duality and diligent in maintaining an objective approach
particularly in regard to data collection and analysis.

TIME

KEY RESEARCH ACTIVITIES

KEY DISTRIBUTIVE LEADERSHIP
PROJECT ACTIVITIES

September
2007 –
February
2008

Recruitment of research participants
(Scholars) and implementation of
administrative protocols including
dissemination of participant information
and Scholars signing of consent forms
for involvement in the research study.

Scholars negotiated and finalised the
focus of their faculty based projects on
assessment and identified the major
outcomes to be achieved in the
implementation of their project.

February –
March 2008:

Pre-intervention research data was
gathered: Emotional intelligence
assessment (MSCEIT3), job satisfaction
and participants’ perceptions of
leadership, leadership in higher
education, emotional intelligence, and
leadership development.

February –
December
2008:

Scholars implemented their authentic faculty based assessment action learning
projects and participated in mentoring and coaching activities, engaged in
institutional and cross institutional communities of practice and prepared,
organised and facilitated a National Assessment Roundtable.

June 2008

Scholars attended a 2 day Leadership Workshop facilitated collaboratively by the
researcher and Scholars. At this Workshop Scholars participated in formal
leadership and emotional intelligence professional development training.

Scholars attended a 3 day Leadership
Retreat facilitated by the researcher
which included emotional intelligence
professional development
Scholars identified strategic leadership
coaches/mentors from senior executive
in their institution.

The Mayer–Salovey–Caruso Emotional Intelligence Test, Version 2.0 (MSCEIT, V2). Is an ability-based
parametric test of emotional intelligence. The MSCEIT is intended to measure the four branches of the ability
view of emotional intelligence: (a) perceiving emotion accurately, (b) using emotion to facilitate thought, (c)
understanding emotion, and (d) managing emotion.
Chapter 1
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TIME

KEY RESEARCH ACTIVITIES

October 2008
– February
2009

Post-intervention research data was
gathered: Emotional intelligence
assessment (MSCEIT), job satisfaction
and participant perceptions of their
leadership and emotional intelligence
development, the relevance and impact
of emotional intelligence for leadership
in higher education, and the strategies
they believe most relevant for
developing emotional intelligence.

KEY DISTRIBUTIVE LEADERSHIP
PROJECT ACTIVITIES

Table 1.1 The Distributive Leadership Project and research study activities and timeframes

1.4

RESEARCHER’S BACKGROUND

Unlike the rest of this thesis, this section is written in first person prose. This is a
deliberate undertaking that has been employed for several reasons. Firstly because
it is written by myself, the researcher, to provide a personal account for how the
research came about and give a perspective of my motivations for undertaking this
research project. Secondly, this section is an articulation of my own self
awareness so from an emotional intelligence standpoint it should be written in the
first person. Thirdly this section is not evidence-based it is quite unique in this
respect to the rest of the thesis and as such it needed to feature as a distinctive and
quite different section.

From my first introduction to emotional intelligence I felt a synergy and rapport
with the concept. I found myself applying it to all aspects of my life and using it
as a basis for my actions and interactions. I very quickly built a collection of
articles and resources that helped me understand the concept and increasingly
applied the theories and principles of emotional intelligence to evaluating and
managing not only myself but others as well.

It just so happened that not long after my interest in emotional intelligence was
sparked I was exposed to several instances of very poor leadership within my own
life and in the lives of a number of my friends and colleagues. It was at this time
that I became interested in the relationship of emotional intelligence to leadership
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and I appreciated the great benefit of emotional intelligence for effective
leadership. I had toyed with the idea of doing a PhD but until this point had not
found a topic that interested me enough to study it in depth. With my resolve to do
a PhD now armed with a topic that greatly interested me - emotional intelligence
and leadership, I embarked upon identifying a context in which to conduct such a
study. This did not seem like it was going to be a challenge as I was a selfemployed education consultant so it made sense to choose a context that would
assist me to access more opportunities for paid work.

My original focus for this thesis was going to be in the not-for-profit sector. I
developed a proposal for this setting that was accepted, found an organisation to
conduct my research in and went about raising awareness of my project with
potential participants from this organisation. Unfortunately, just days before I was
due to start collecting data the organisation decided to withdraw from the research
partnership and I was back to square one with nothing tangible to show for my
efforts other than a research quantum to investigate, very bruised pride and
deflated enthusiasm.

I decided to be emotionally intelligent and give myself a few months to consider if
the PhD was still something I wanted to do. I immersed myself in my work and a
particular project I was involved in at the time which was the Distributive
Leadership Project. This project was designed to trial a framework for developing
leadership capacity in higher education. It was through my interactions and
conversations with the Stage 1 Distributive Leadership Project participants, my
research and review of literature related to leadership in higher education and my
encounters and experience of leaders in higher education that I quickly became
interested in higher education as a possible context for my research study. Not
only did I generate an interest for conducting my research in higher education but
I could also see that the Distributive Leadership Project was the ideal conduit for
this research study.

The rest is as the saying goes ‘history’! I sought and obtained approval, from all
of the necessary stakeholders, to align my research study to the ALTC, LELT,
Distributive Leadership Project. I adapted my original research focus, design and
methodology, recruited participants from the Stage 2 cohort of academics
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engaging in the Distributive Leadership Project and went about implementing my
revised research project. My enthusiasm and interest in leadership in higher
education and the impact of emotional intelligence for leadership in the higher
education sector has intensified across the duration of this research project. My
hope, resulting from the completion of this investigation is to be able to expand
and develop my knowledge and engagement with these phenomena long after my
thesis has been submitted.

1.5

SUMMARY

In conclusion, the primary purpose of this research project was to identify the
relevance of emotional intelligence competencies and abilities for leadership in
higher education and elucidate those competencies and abilities that should be
explicitly developed in leadership capacity development initiatives. This research
study has been built around an ALTC funded LELT project and endeavors to
establish, from an evaluation of the perceptions of participants engaged in the
project, the relevant aspects of emotional intelligence for leadership in higher
education and the key components and strategies for developing emotionally
intelligent leadership in a higher education context. Finally, the study investigated
the relevance and interrelationships between job satisfaction, emotional
intelligence and leadership practice with a view to illuminating the significance of
these constructs for effective leadership in a higher education context.

A review of literature relating to emotional intelligence, leaders and leadership in
higher education, the relationships between job satisfaction, emotional
intelligence and leadership, and leadership capacity development is integral to this
research study. An overview of the findings of the conducted literature review has
been presented in Chapter 2 of this thesis. This overview provides a précis of the
contemporary literature that has been examined and synthesised in relation to
leadership in higher education, emotional intelligence and job satisfaction and
presents the underlying arguments pertinent to this research investigation. The aim
of Chapter 2 is to elucidate the context, importance, background and timeliness of
this study. Chapter 3 provides an overview of the research design and
methodology that was adopted to guide this investigation and explains how the
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four research questions, central to this study, were investigated and why the
chosen methodology was used. Chapter 4 presents the qualitative and quantitative
findings of each of the eleven individual case studies in this research project.
Chapter 5 provides an analysis of the results, across the eleven case studies, in
response to the four research questions that were the focus of this investigation.
Chapter 6 discusses the lessons learned and dilemmas identified as a result of this
study. Suggestions for future research are outlined and recommendations for the
enhancement of current and future leaders in higher education are proposed.
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CHAPTER TWO:
LITERATURE REVIEW

2.1

CHAPTER OVERVIEW AND INTRODUCTION

This chapter reviews the literature perceived to be pertinent to this research
investigation and presents a synthesised perspective of the ensuing information
identified to be fundamental to this study. Figure 2.2 provides an overview of the
sections in this chapter.

This research study was conducted in light of the principles of an emergent theory
paradigm. This approach focuses on the investigation of topics that emerge from
the review of literature and through engagement in the project rather than basing
the research inquiry on a pre-determined conceptualised investigation framework
(Innes 1995; Hutchings & Huber 2008). The advantage of an emergent theory
approach is that it is designed to answer questions even if the researcher has no
clear plan for how the questions can or should be answered. Adopting this
paradigm meant that when pertinent topics evolved, as a result of reviewing
literature or as a consequence of engagement in the research project, endeavours
to further inform understanding about the topic were employed. These endeavours
included identifying and subsequently reviewing additional literature, collecting
further relevant data and/or conducting supplementary applicable data analysis.
Throughout this research investigation new perspectives to address the posed
research questions were always considered and consequently assessed in terms of
the relevance of the perspective in the context of the research study.

While an emergent approach guided this research investigation there were two
explicit emotional intelligence theories that underpinned the examination of
emotional intelligence for leadership in higher education. The ability mode of
emotional intelligence (Mayer & Salovey 1997) and the competency model of
emotional intelligence (Goleman 2000) influenced the collection of data and
informed the analysis of the qualitative data. More information about both the
ability and competency paradigms of emotional intelligence is provided in Section
2.7.
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2.2 Leadership in Higher Education: Provides a context, overview and historical
perspective of leadership in higher education.
2.3 Leadership versus Management: Examines the debate and arguments from a higher
education perspective pertaining to the discord and nexus between leadership and
management.
2.4 Effective Leadership in Higher Education: Explores the research and findings
pertaining to effective leadership in higher education.
2.5 Leadership Styles and the Relevance of these for Effective Leadership in Higher
Education: Examines some of the conceptions of effective leadership in higher education
in relation to specific leadership styles, behaviours and characteristics as presented in
leadership literature.
2.6 Emotional Intelligence and Effective Leadership in Higher Education: Makes
connections and links between the affordances of emotional intelligence and effective
leadership in higher education.
2.7 Emotional Intelligence Paradigms: Presents an overview of emotional intelligence in
relation to the ability view of emotional intelligence espoused by Mayer and Salovey (1997)
and the competence view of emotional intelligence proposed by Goleman (2000).
2.8 The Relationship between Job Satisfaction and Emotional Intelligence and
Leadership in Higher Education: Explores the literature addressing aspects of job
satisfaction leadership and emotional intelligence highlighting research conducted in a
higher education context.
2.9 The Challenges of Leadership in Higher Education and the Impact of these on
Leadership Capacity Development Initiatives: Identifies the challenges of leadership in
higher education, as reported in literature, and explores these hurdles in relation to the
trends and focus of leadership capacity development initiatives.
2.10 Leadership Capacity Development in higher education: Examines some of the
more common initiatives and strategies that have and are being implemented across the
higher education sector to enhance leadership capacity.
2.11 Developing Emotional Intelligence for Leadership in a Higher Education
Context: Presents strategies and approaches for developing emotional intelligence for
leadership in the higher education context.
2.12 Relevance of the Literature to this Study: Presents an overview of the gaps in the
literature that this research study addressed.
Figure 2.1 Chapter 2 overview
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2.2

LEADERSHIP IN HIGHER EDUCATION

Research findings suggest that leaders and leadership play a critical role in a
university’s success (Scott, Coates & Anderson 2008; Bryman 2009). Despite this
assertion there is no clear description of what effective academic leadership
entails, the roles and responsibilities that academic leaders should be performing
or the knowledge that academic leaders need to be effective in their leadership
roles. This lack of clarity can be a source of uncertainty and can have a profound
impact on individuals’ successful execution of leadership roles in higher
education (Rowley & Sherman 2003; Scott, Coates & Anderson 2008).

There have been many different definitions of leadership promoted in literature, in
fact Bennis and Nanus (1985) in a review of leadership literature identified in
excess of 350 different definitions of this concept. In higher education there have
also been many different perceptions of what leadership might be and identifying
one succinct, universally accepted definition is near impossible (Bryman 2007a).
Ramsden’s, (1998) definition of leadership in higher education – the “everyday
process of supporting, managing, developing and inspiring academic colleagues”
(Ramsden 1998, p4) has been widely used by researchers and advocates of
leadership in higher education. Another well supported opinion is that leadership
in higher education is concerned with managing change on both a personal and
institutional level (Knight & Trowler 2001; Gibbs, Knapper & Picinnin 2006;
Coates & Anderson 2007; Scott, Coates & Anderson 2008). Other perceptions of
leadership in higher education include - the opposite of management (Knight &
Trowler 2001, Kuiper 2005), concerned with how people relate to each other
(Anderson & Johnson 2006) and “like herding cats” (Ramsden 1998; Adams
2000; Brown & Moshavi 2002; Bryman 2009; Bryman & Lilley 2009).

Despite the range of theories, models and beliefs about leadership in higher
education one thing that does resound strongly across research and literature is the
notion that leadership in higher education is multi-faceted, that the context is
extremely important in the conceptualisation and practice of leadership and that
leadership in higher education is uniquely distinct and different to leadership in
other contexts (Rantz 2002; Bryman 2004; Bryman 2007a; Bryman 2009; Gibbs,
Knapper & Picinnin 2009; Middlehurst, Goreham & Woodfield 2009). Further,
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there is a strong belief that leadership in higher education needs to be contextually
appropriate to the disciplinary characteristics and culture of a specific situation or
circumstance and to ignore this is to risk leadership being irrelevant and
inappropriate (Gibbs, Knapper & Picinnin 2006; Scott, Coates & Anderson 2008;
Bryman & Lilley 2009). There is also an assertion that leadership in universities is
not only relevant for those who have hierarchical or positional roles but that
leadership can and should be exercised by everyone across the institution
(Ramsden 1998; Anderson & Johnson 2006; Bolden, Petrov & Gosling 2008).

In this research study the predominant themes that informed the investigation and
analysis of collected data were concerned with the interrelationships of
individuals and how these should and can be effectively managed to heighten the
productivity and success of the individual, department and institution.

2.3

LEADERSHIP VERSUS MANAGEMENT

Kuiper (2005) proposes the notion of two cultures existing within the university
environment these being the management culture and the academic culture. He
suggests that those within each culture have opposing motivations, obligations
and goals. The management culture focuses on the goal of ensuring that the
university is a profitable business whereas the academic culture is focused on the
issues related to research and the scholarship of teaching and learning. This
presentation of two different cultures is reflective of the foundation that two
opposing paradigms - leadership and management – exist and ultimately have a
significant influence on the success of an institution.

Management is often perceived to be the less desirable of the two paradigms. It
has been described in higher education terms as intrusive, restrictive and grounded
in unnecessary administrative tasks that are concerned with functional
effectiveness and efficiency (Ramsden 1998). Leadership on the other hand is
seen to be collaborative in nature, focused on setting and motivating others in new
directions and aligned to achieving established and shared goals that promote high
quality teaching and learning (Ramsden 1998; Knight & Trowler 2000; Knight &
Trowler 2001; Osseo-Asare, Longbottom & Murphy 2005).
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Middlehurst, Goreham and Woodfield, (2009) attest that individuals within the
higher education sector have different perceptions about how leadership and
management are exercised. They illuminate the fact that management and the
responsibilities associated with managerial roles come with some form of
authoritative power. As such managers don’t motivate or enthuse but rather
command and dictate because they have control to do so. Leadership on the other
hand is seen to be devoid of authorised power. As such leaders are compelled to
rely on alternative sources of power such as credibility and expert knowledge and
on their ability to influence, persuade and negotiate others in the direction they
want to move (Middlehurst, Goreham & Woodfield 2009).

Scott, Coates and Anderson (2008) in an investigation of the capabilities of
effective leaders, in a representative sample of Australian institutions and across a
range of roles, explored the premise of management versus leadership. This study
invited over 500 leaders from higher education institutions to provide clarification
of the distinctions they believed existed between leadership and management. The
perceptions of this collective was that management was more operationally
focused on the present and day to day matters such as human resources, budget
and facilities. It was held that managers generally had a formal position, were
perceived to “do things right” (Scott, Coates & Anderson 2008, p2), had a high
level of operational acumen and were concerned predominantly with ensuring the
efficiency and effectiveness of the unit/department. Leaders on the other hand
were perceived to be more strategically focused on the future of the
unit/department and as such strived to set a vision that would advance the
unit/department. Leadership positions were perceived to be a mix of formal and
informal positions. Leaders were seen to “do the right thing” (Scott, Coates &
Anderson 2008, p2) and possess a high level of strategic capability.

The Scott, Coates and Anderson (2008) study found that most leaders in higher
education believed they spent the majority of their time on managing staff and the
least amount of their time on academic activities. Interestingly, the surveyed
leaders also reported that these staff management issues, such as dealing with
complaints and staff performance matters, were the least enjoyable activities that
they engaged in.
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The debate around leadership and management, while an interesting argument and
one that will no doubt continue to evoke deliberations and contestations, has not
been explored in this research study. This research study endeavoured to identify
effective leadership qualities, characteristics and attributes that could enhance an
institution’s success. The conceptualisation of leadership as it has been reviewed
and presented in this literature review was the sole focus of investigation in this
project. This research investigation was primarily concerned with the process and
practice of how an individual’s sphere of influence can be enhanced to bring about
effective leadership in a higher education context.

2.4

EFFECTIVE LEADERSHIP IN HIGHER EDUCATION

Leadership plays a pivotal role in the success of higher education institutions and
is a critical factor in sustaining and improving an organisation’s quality and
performance (Hesburgh 1988; Martin et al. 2003; Osseo-Asare, Longbottom &
Murphy 2005; Gibbs, Knapper & Picinnin 2009). The success or failure of higher
education initiatives is seen to be the responsibility of the leader despite the fact
that others may have a role in the realisation of the project goals and outcomes.
The affordances of effective leadership in a higher education context have evolved
over time. Traditionally, effective leadership in higher education was associated
with personal academic achievement, for example journal and other scholarly
publications, conference presentations, and research supervision of students
(Rowley 1997). More recently, studies exploring the premise of effective
leadership in a higher education context have identified specific behaviours
practices, and indicators of effective leaders such as providing a clear sense of
direction, establishing credibility and trust and bringing innovative policies and
practices into action (Scott, Coates & Anderson 2008; Bryman 2009; Gibbs,
Knapper & Picinnin 2009).

For the purposes of this research study, a leadership competency framework
consisting of five effective leadership practices was developed by the researcher
and conceived to be indicative of effective leadership in higher education. This
framework, which has been an integral underpinning of this study, was developed
through an iterative evidence-based process. The foundation for the framework
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and the starting point of the development process was Bryman’s (2007a, 2007b)
eleven behaviours for effective leadership in higher education. These behaviours,
applicable at both the departmental and institutional levels were developed
following an extensive systematic search of literature situated in the higher
education context and subsequent semi-structured interviews with a purposive
sample of 24 leadership researchers located in the UK higher education system.
An initial refinement of Bryman’s eleven behaviours for effective leadership in
higher education was facilitated by comparing and mapping the eleven behaviours
against Kouzes and Posner’s (1998) five elements of exemplary leadership
practice. These elements were first conceptualised from the extraordinary
leadership experiences that were encountered by ordinary individuals. These
collective experiences of individuals were analysed to identify patterns of
leadership success and subsequently used to inform the development of a
personal-best leadership survey consisting of thirty-eight open-ended questions.
Over 600 surveys and 42 in-depth interviews with middle and senior level
managers in private and public sector organisations were conducted to refine and
categorise the five ensuing exemplary leadership practices. There are definite
synergies evident between Bryman’s behaviours and Kouzes and Posner’s
elements for effective leadership. These have been illustrated in Table 2.1.

BEHAVIOURS FOR EFFECTIVE
LEADERSHIP IN HIGHER EDUCATION
(BRYMAN 2007A, 2007B)


Providing a clear sense of direction and/or
strategic vision.



Creating a structure and arrangements to
support and facilitate the direction set.



Creating and fostering a positive,
supportive and collaborative work
environment.



Facilitating or enabling opportunities for
participation in key decision-making and
encouraging open communication.



Protecting staff autonomy
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ELEMENTS OF EFFECTIVE LEADERSHIP
(KOUZES AND POSNER 1998)


Inspiring shared vision: enthusing others
with a vision of how things could be and
presenting strategies for attaining this
vision.



Enabling others to act: having confidence in
the abilities of individuals and enabling
them to achieve to their potential.
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BEHAVIOURS FOR EFFECTIVE
LEADERSHIP IN HIGHER EDUCATION
(BRYMAN 2007A, 2007B)


Being trustworthy as a leader.



Having personal integrity, being
considerate, and treating staff fairly.



Having credibility and acting as a role
model.



Providing communication about
developments and providing feedback on
performance.



Proactively advancing the
department’s/institution’s cause networking
on its behalf internally and external to the
university.



Respecting existing culture while seeking to
instill values through a vision for the
department/institution.

ELEMENTS OF EFFECTIVE LEADERSHIP
(KOUZES AND POSNER 1998)



Modeling the way: having integrity and
acting as a role model in both actions and
words.



Encouraging the heart: being empathetic to
the needs and personalities of individuals
and tailoring recognition and feedback to
meet these needs and temperament



Challenging the Process: engaging in
ongoing examination of why and how things
are done and willingly allowing others to
scrutinise and challenge one’s own actions.

Table 2.1.The alignment of behaviours and elements for effective leadership proposed by Bryman (2007a,
2007b) and Kouzes and Posner (1998).

From this initial mapping, of Bryman’s behaviours against Kouzes and Posner’s
elements, a synthesis and distillation of the eleven behaviours was undertaken.
These eleven behaviours were compiled and organised into five leadership
practices that reflected the essence of Kouzes and Posner’s five elements. The
ensuing conceptualisation of leadership practices that resulted from this process
were:
1. Providing a clear sense of direction and/or strategic vision;
2. Creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set;
3. Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model;
4. Communicating developments and providing constructive feedback on
performance; and
5. Proactively promoting the interests of the department/institution within and
external to the university, respecting existing culture but seeking to advance
values through a vision for the department/institution.
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Finally, a review of relevant leadership in higher education literature was
conducted to assess whether these five leadership practices were valid. The
findings of this review, which have been summarised in Table 2.2, supported and
endorsed the five proposed effective leadership in higher education practices that
conceptualise the leadership competency framework. Consequently, these five
practices were adopted as a framework to guide the investigation of effective
leadership throughout this research study.

LEADERSHIP COMPETENCY FRAMEWORK
PRACTICES

MAIN LITERATURE SUPPORTING THESE
PRINCIPLES

Providing a clear sense of direction and/or
strategic vision

Rowley (1997); Hesburgh (1988); Ramsden
(1998); George (2000); Pounder (2001); Rantz
(2002); Rowley & Sherman (2003); OsseoAsare, Longbottom & Murphy (2005); Gibbs,
Knapper & Picinnin (2006); Anderson & Coates
(2009); Bryman (2009); Gibbs, Knapper &
Picinnin (2009); Middlehurst, Goreham &
Woodfield (2009)

Creating and fostering a positive collaborative
work environment where staff support and
facilitate the direction set.

Hesburgh (1988); Drath & Palus (1994); Rowley
(1997); Ramsden (1998); George (2000); Knight
& Trowler (2000); Martin et al. (2003); Rowley &
Sherman (2003); Osseo-Asare, Longbottom &
Murphy (2005); Gibbs, Knapper & Picinnin
(2006); Scott, Coates & Anderson (2008);
Anderson & Coates (2009); Bryman (2009);
Gibbs, Knapper & Picinnin (2009); Middlehurst,
Goreham & Woodfield (2009)

Having integrity and credibility, being
considerate, trustworthy and empathetic,
treating staff fairly and acting as a role model.

Ramsden (1998); Pounder (2001); Rantz
(2002); Rowley & Sherman (2003); Bryman
(2004); Gibbs, Knapper & Picinnin (2006);
Bryman (2007a); Bryman (2009); Gibbs,
Knapper & Picinnin (2009); Middlehurst,
Goreham & Woodfield (2009)

Communicating developments and providing
constructive feedback on performance

Hesburgh (1988); Ramsden (1998); Pounder
(2001); Rantz (2002); Gibbs, Knapper &
Picinnin (2006); Bryman (2009); Gibbs, Knapper
& Picinnin (2009)

Proactively promoting the interests of the
department/institution within and external to the
university, respecting existing culture but
seeking to advance values through a vision for
the department/institution

Ramsden (1998); Pounder (2001); Gibbs,
Knapper & Picinnin (2006); Scott, Coates &
Anderson (2008); Bryman (2009); Gibbs,
Knapper & Picinnin (2009);

Table 2.2 Evidence of the five proposed effective leadership in higher education practices located in reviewed
literature
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In addition to the Bryman (2007a, 2007b) and Kouzes and Posner (1998) research,
that has significantly informed this research investigation, two other bodies of
work have been integral in this project. Scott, Coates and Anderson’s (2008)
research that explored the capabilities that characterise effective academic
leadership across a range of roles in a representative sample of Australian
institutions has been very instrumental in this study. As has Gibbs, Knapper and
Picinnin’s (2009) investigation conducted in eleven research-intensive universities
across eight countries, spanning a range of disciplines and contexts to identify the
role of departmental leadership in creating and supporting excellent teaching.

Scott, Coates and Anderson (2008) identified indicators that were perceived to be
indicative of effective leadership. These indicators were organised into five
outcome areas relating to:


personal and interpersonal outcomes;



learning and teaching outcomes;



recognition and reputation outcomes;



financial performance outcomes; and



effective implementation outcomes.

The personal and interpersonal outcomes were concerned with setting and
achieving personal development goals, establishing and promoting a collegial
work environment and developing others. The learning and teaching outcomes
were associated with student satisfaction, retention and achievement, enhancing
learning and teaching quality within the department/institution, and formal and
public recognition for learning and teaching successes. The recognition and
reputation outcomes were related to achieving and subsequently communicating
achievements in the interests of promoting the profile and reputation of the
department/institution. The financial performance outcomes were associated with
achieving financial targets, obtaining competitive funds and ensuring adequate
and beneficial resourcing for the department/institution. Finally the effective
implementation outcomes centered around progressing the department/institution
through the successful accomplishment of innovative initiatives and delivering on
negotiated goals and timeframes.
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Gibbs, Knapper and Picinnin (2009) identified nine clusters of effective leadership
practice that university Heads of departments engaged in to support excellence in
teaching. These nine clusters were:
1. Establishing credibility and trust
2. Identifying teaching problems and turning them into opportunities
3. Articulating a convincing rationale for change
4. Devolving leadership
5. Building a community of practice
6. Recognising and rewarding excellent teaching and teaching development
7. Marketing the department as a teaching success
8. Supporting change and innovation
9. Involving students. (Gibbs, Knapper & Picinnin 2009, p2)

The Gibbs, Knapper & Picinnin (2009) clusters and the Scott, Coates and
Anderson (2009) outcome areas have clear alignment to the leadership
competency framework (Framework) developed for this research investigation. In
particular, the Gibbs, Knapper and Picinnin clusters – establishing credibility and
trust; identifying teaching problems and turning them into opportunities;
devolving leadership; and building a community of practice together with Scott,
Coates and Anderson’s personal and interpersonal outcomes relate closely to the
Framework’s leadership practice of creating and fostering a positive collegial
work environment. The other significant collection of Gibbs, Knapper and
Picinnin’s clusters include articulating a convincing rationale for change;
recognising and rewarding excellent teaching and teaching development;
marketing the department as a teaching success; and supporting change and
innovation. These clusters together with the Scott, Coates and Anderson outcome
areas of recognition and reputation and effective implementation connect
significantly to the Framework’s leadership practices of communicating
developments, providing constructive feedback, and promoting and advancing the
department/institution.

The other leadership practice in this leadership competency framework, that didn’t
have a distinctive alignment to Gibbs, Knapper & Picinnin’s (2009) clusters or
Scott, Coates and Anderson’s (2009) outcome areas, related to developing and
communicating a vision and establishing a strategic plan to realise this vision was
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reinforced by a sound body of the reviewed literature including Hesburgh (1988);
Ramsden (1998); Pounder (2001); and Rantz (2002). Hesburgh (1988) suggests
that effective leadership in a higher education context is quite simply a matter of
designing a clear vision and then selecting and enabling the most capable people
to achieve the desired vision. This leadership practice, according to Hesburgh
involves a prescribed and ordered process of developing and communicating the
vision then recruiting and enabling the team to achieve the desired vision. The
crux to the success of the leadership practice Hesburgh attests, rests in how
effectively the leader is able to motivate and inspire others to achieve the vision.
Central to the success of this leadership practice is the need for a clear and
relevant vision that the leader embraces. The leader needs to maintain enthusiasm
and commitment to their vision never losing focus of what is to be achieved even
when there have been significant developments and progress made or conversely
setbacks encountered. Rowley and Sherman (2003) suggest that the vision is
achieved through appropriate planning, organising and implementation of tasks.
Also that the leader must ensure collegiality, that the organisational needs are
aptly matched to the capacity of available resources and that as the leader he or
she does not avoid making difficult or even controversial decisions. These
considerations have been incorporated in the analysis of this aspect of effective
leadership practice throughout this research study.

The fact that effective leadership is not about possessing and exercising a concise
set of capabilities but rather employing different combinations of leadership
practices depending on and appropriate for the situation is a well supported notion
(Pounder 2001; Rantz 2002; Gibbs, Knapper & Picinnin 2006; Gibbs, Knapper &
Picinnin 2009). This perspective suggests that effective leadership in higher
education is complex and requires a multi-facetted approach with a suite of
behaviours or practices that will result in the effective execution of leadership in
any given situation. As such in the analysis of data in this study, multiple
perspectives of leadership practice have been considered.
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2.5

LEADERSHIP STYLES AND THE RELEVANCE OF THESE
FOR EFFECTIVE LEADERSHIP IN HIGHER EDUCATION

The notion that effective leadership was underpinned by a distinct set of
behaviours was the catalyst for the inception of leadership styles. The leadership
styles approach to leadership according to Yukl (1998) posited leadership in
regard to the type of power the leader possessed and how that power was
exercised. A situational approach to leadership evolved out of the premise of
leadership styles. Situational leadership operated under the assertion that there
was a particular leadership style for every leadership situation and that effective
leadership required the leader to select and implement the most appropriate
leadership style in each given circumstance. The emphasis on the contextual
significance of leadership in higher education that has been suggested throughout
the reviewed literature (Rowley 1997; Day, Harris & Hadfield 2001; Bryman
2004; Burgoyne, Hirsh & Williams 2004; Bolden, Petrov & Gosling 2008;
Flavell, Jones & Ladyshewsky 2008; Scott, Coates & Anderson 2008; Bryman
2009; Burgoyne, Mackness & Williams 2009; Middlehurst, Goreham &
Woodfield 2009;) aligns to the principles of situational leadership. The
compelling need to recognise the uniqueness and specific context of the higher
education environment and the fact that many of the successful leadership
principles operating in other spheres or sectors cannot be relocated into the
university setting is synonymous with the principles of situational leadership.

The leadership styles that have been most commonly viewed as appropriate for
leadership in higher education are transformational leadership, transactional
leadership and distributed leadership. Transformational leadership is a style of
leadership whereby the leader inspires followers through a shared vision for the
future. Transformational leaders tend to delegate responsibilities, regularly
monitoring and communicating with their followers in regard to the tasks for
which they have responsibility (Bass & Avolio 1994; Hinkinm & Tracey 1999;
Barling, Slater & Kelloway, 2000; Barnett, McCormick & Conners, 2001; Brown
& Moshavi 2002; Sivanathan & Fekken 2002; Mandell & Pherwani 2003).
Transactional leadership is a style of leadership that relies on the compliance and
obedience of followers to do as the leader instructs. The ‘transaction’ is usually
remuneration in the form of a salary paid to the follower for doing as they are told.
Chapter 2

Page | 41

In the event that the follower doesn’t obey a leader’s directive the leader is
justified and authorised to discipline as necessary thereby, the ‘transaction’
becomes a negative rather than a positive exchange (Barnett, McCormick &
Conners, 2001; Dale Amburgey 2005; Bryman 2009). Distributed leadership is a
style of leadership that centers around leadership practice rather than a
hierarchical or positional leader. In a distributed style of leadership all members of
the collective are experts in their own right and as such each has a unique and
important role to play in the realisation of the shared vision and the subsequent
implementation of this vision (Leithwood & Jantzi 1998; Gronn 2000; Bennett et
al. 2003; Harris 2003; Harris 2005; MacBeath 2005; Spillane 2006).

Middlehurst, Goreham and Woodfield (2009) identified the relevance and need
for transformational leadership in higher education but purport that it is most
applicable at the institutional level. Martin et al. (2003) found that
transformational leadership in a higher education context is linked to high quality
student learning processes and outcomes. While Pounder (2001), suggests that
transformational leadership is not only the key to effective leadership in higher
education but that there is in fact a strong presence of the transformational style of
leadership transpiring in higher education. Embracing the work of researchers in
the area of transformational leadership (Bass 1985; Bass & Avolio 1994; Kouzes
& Posner 1995; Hinkinm & Tracey 1999; Simons 1999), Pounder (2001)
proposed a conceptualisation of transformational leadership in higher education
that pertains to the following six dimensions which he refers to as the 6“I”s:
1. Inspirational motivation dimension. The leader acts as a model for
subordinates, communicates a vision and engenders confidence in his/her
vision and values.
2. Integrity dimension. The leader “walks the talk'', followers perceive a high
degree of congruence between the leader's words and those expressed through
action.
3. Innovation dimension. The leader is prepared to challenge existing constraints
and processes by taking risks and experimenting. The leader encourages
followers to take risks and experiment and treats mistakes as opportunities for
learning rather than censure.
4. Impression management dimension. The leader is keen to celebrate
subordinates' achievements and genuinely cares for them as people
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5. Individual consideration dimension. The leader coaches and mentors, provides
continuous feedback and links organisational members' needs to the
organisation's mission.
6. Intellectual stimulation dimension. The leader stimulates followers to rethink
old ways of doing things and to reassess their old values and beliefs.
Followers are provided with interesting and challenging tasks and encouraged
to solve problems in their own way.

Pounder’s (2001) conceptualisation of transformational leadership in a higher
education context has had a significant influence on the Framework that was
developed for this research study. Aspects of each of Pounder’s dimensions have
been considered and where applicable incorporated in the developed leadership
practices of the Framework. Once the Framework for this study had been drafted,
Pounder’s 6“I”dimensions were used as almost a checklist of sorts to ensure that
across the developed leadership practices of the framework that the main concepts
of each of the dimensions were addressed.

Muijs et al.(2006) suggests that transformational behaviours are associated with
the concept of leadership, while transactional behaviours are connected to the
premise of management and comprises an operational focus with a primary goal
of meeting targets at the same time as not necessarily neglecting but rather placing
less importance and emphasis on values and visions for the institution. Supporting
this, Middlehurst, Goreham and Woodfield (2009) suggest that transactional
leadership is needed at the departmental level where leadership is and must be
operationally focused with an emphasis on meeting goals and outcomes.

Recently, the focus of leadership in higher education has moved away from one of
the super leader and the premise of developing the individual as a leader to one of
realising the potential for effective leadership that exists broadly within an
organisation. This concept of leadership has been referred to as collective, shared,
dispersed or distributed leadership and is not a successor to traditional leadership
but rather a means of complementing and enhancing the hierarchical structures
that exist in higher education (Bolden, Petrov & Gosling 2008). Bolden, Petrov
and Gosling (2008) suggest that distributed leadership is either formally delegated
to specific individuals and groups thereby conceived of from the top-down or is
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informally dispersed across the organisation, which involves a bottom-up or
horizontal influence for its conception. The distributed perspective of leadership
has been acknowledged as being highly appropriate for the higher education
sector (Rowley 1997; Anderson & Johnson 2006; Bolden, Petrov & Gosling
2008) and focuses on the distribution of leadership among individuals who
collectively have the skills to competently manage the range of leadership
responsibilities required in various circumstances.

A distributed conceptualisation of leadership encourages a notion of a community
of practice with leadership a process of coordinating the efforts of individuals so
that the collective can move forward (Drath & Palus 1994; Bolden, Petrov &
Gosling 2008). Gibbs, Knapper and Picinnin (2006; 2009) in their investigation of
eleven world-class universities across eight countries found that some form of
distributed leadership was prevalent in every case study with the formal allocation
of roles the most common practice. Rowley (1997) also supports a distributed
notion of leadership in higher education and stresses the need for academic
leadership to involve more of a focus on empowering others rather than an
individual assuming sole responsibility for leadership. Ramsden (1998), in
identifying that the major focus of higher education institutions is predominantly
about change also recognised the need for distributed leadership. His suggestion
was that individuals should be assisted to embrace change, which is so common
throughout higher education through an elevation of their visions to a bigger
picture perspective and by enabling them to perform to an extraordinary level.
Bolden, Petrov and Gosling (2008) suggest that distributed leadership enables
greater responsiveness, transparency, convenience and teamwork.

Distributed conceptualisations of leadership can however be problematic because
they require structures, processes and relationships that will enable individuals to
engage collegially in the successful practice of leadership (West-Burnham 2004;
Spillane 2006). A distributed approach to leadership can also lead to a lack of role
clarity, slow decision making, fragmentation and variations in individual
capability (Bolden, Petrov & Gosling 2008).

This distributed perspective of leadership and the collegial sharing of
responsibility for leadership, is currently evolving into a more inclusive notion of
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distributive leadership. Distributive leadership focuses on the negation rather than
the allocation of roles and responsibilities. Potential leaders in the distributive
leadership paradigm identify their leadership roles and responsibilities in response
to particular situations or circumstances that they are involved. The focus of
leadership development in both a distributed and distributive perspective of
leadership is on developing the leadership capacity of the collective rather than
just developing a select few formal or targeted leaders (Middlehurst, Goreham &
Woodfield 2009). One of the benefits of developing the leadership capacity of the
collective is that leadership expertise does not reside with just one or a handful of
individuals. In circumstances where leadership resides with an individual,
difficulties arise when ‘the leader’ leaves the organisation and with them goes the
tacit leadership knowledge and motivation he or she avails. Involving all staff in
leading, especially with regard to decision making and having an opportunity to
exercise initiative, will promote collective understanding of leadership roles and
responsibilities and address this potential loss of knowledge and motivation issue.

In this research study the participants were all engaged in a broader ALTC funded
LELT project, that adopted a distributive perspective for developing leadership
capacity. Each case study participant was responsible, in the broader Distributive
Leadership Project, for identifying and negotiating the focus and implementation
details of a faculty-based action learning project. Participants negotiated all
aspects of their project including the project goals, tangible outcomes, timeframes,
and roles and responsibilities for themselves and others involved in the
implementation of the project. The majority of the participants in this research
study held no formal leadership position. As such, the need for them to engage
effective leadership practices, to move others to achieve the desired vision, was
imperative. The focus of the action learning projects was to bring about a
contemporary change in some aspect of assessment practice within the
individual’s faculty. This obligation required the participants to elevate their
perspective to a ‘bigger picture’ view and perceive leadership in a more
transformational manner. A focus of the data analysis in this study was to examine
whether any of the predominant styles of leadership in higher education –
transformational, transactional, or distributed/distributive – were more prevalent
across the investigated cases. The investigation and subsequent analysis of data
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also explored whether emotional intelligence had any bearing on the manifestation
of these styles, in the practice of leadership.

2.6

EMOTIONAL INTELLIGENCE AND EFFECTIVE
LEADERSHIP IN HIGHER EDUCATION

In a global study of 121 organisations Goleman (1998a), found that emotional
competencies were responsible for 67 percent of effective leadership performance.
Similarly, Cavallo and Brienza (2010) in a global study involving 358 managers
and 1400 employees from the Johnson and Johnson Consumer and Personal Care
Group found that emotional intelligence was a distinguishing factor in effective
leadership. Chen, Jacobs and Spencer (1998) found that emotional intelligence
competencies were 53 percent more frequent in organisational ‘star performers’
than other competencies such as cognitive competencies. There is sound evidence
to suggest that emotional intelligence is a key factor in effective leadership
performance and that emotionally intelligent leadership will produce highly
productive and successful work organisations.

In a research study of roles and capabilities of leaders from Australian higher
education institutions, effective leaders were found to possess a fruitful blend of
emotional intelligence, academic competence, and appropriate skills and
knowledge, underpinned by effective time-management and organisational skills
(Anderson & Coates 2009). Specific emotional intelligence competencies have
been identified as having relevance to leadership effectiveness. According to
Salovey and Mayer (1990) empathy is a central characteristic of emotional
intelligence. Empathy has also been identified to be highly significant for
leadership (Humphrey 2002; Kellet, Humphrey & Sleeth 2002; Wolff,
Pescosolido & Druskat 2002) and a crucial competency for effective leadership in
higher education (Hesburgh 1988; George 2000; Bryman 2004; Bryman 2007a;
Bryman 2009;). George (2000) explains that empathy underpins most leadership
practices claiming that by understanding what motivates individuals, better
enables the leader to exercise leadership in a manner that will appeal to the
individual. Hesburgh (1988) also supports the need for leaders in higher education
to use empathy to influence and motivate others rather than autocratically
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directing them to action. Additionally, Hesburgh highlights the importance for
empathy in regard to being sensitive to the well being and needs of individuals.

Coates and Anderson (2007) identified emotional intelligence competencies
related to self awareness, empathy, influence, decisiveness and commitment as
most pertinent for effective leadership in higher education. Day (2001) found that
leaders in higher education require intrapersonal emotional intelligence
competencies such as self-awareness, self-regulation and self motivation and
expound that these capabilities will also serve to enhance an individual’s
knowledge, trust and personal power. Coates and Anderson (2007) found that
most academic leaders felt that they had minimal authority to control a situation or
power to influence an outcome. As such, they maintain that the importance of
emotional intelligence, particularly related to influencing others, was extremely
important.

Research suggests that there is a noteworthy relationship between emotional
intelligence and the transformational style of leadership. Bass and Avolio (1994)
attest that emotional intelligence abilities, particularly those related to using and
managing emotions, are important for transformational leadership. Humphrey
(2002) also highlights the need for transformational leaders to exercise strong
emotional self-management. Other empirical studies (Barling, Slater, & Kelloway
2000; Palmer et al. 2001; Gardner & Stough 2002; Sivanathan & Fekken 2002)
also identify the strong causal relationship between emotional intelligence
competences and effective transformational leadership. Given this evidence, this
research investigation additionally explored the relationship, if any, between
transformational leadership and emotional intelligence.

Bryman (2004) in his review of educational leadership research articles identified
the importance for higher education leaders to lead from the front and lead by
example. Pescosolido (2002) and Pirola-Merlo et al. (2002) emphasise that
managing the emotional processes of oneself and others will have a significant
and positive impact on the effectiveness and performance of both the individual
and the team. More broadly, the need for leaders to exercise self-control and
appropriately manage others and the intricacies of their interpersonal relationships
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have been identified as essential for leadership in a higher education context
(Hesburgh 1988; Day 2001; Humphrey 2002; Rowley & Sherman 2003).

Theories supporting the importance of emotional intelligence for effective
leadership underpinned this research investigation and had a significant influence
on the methodological approach, which was one of positivist constructivism, that
that was adopted. This research study aimed to understand the individual
leadership experiences of the case study participants and generate assumptions
about leadership in higher education from their practices. This methodological
approach that centered around individuals reflecting on their experiences and the
subsequent construction of understanding about leadership as a consequence of
these experiences is indicative of the constructivist paradigm adopted in this
study. There was also an assumption that the authentic knowledge of individuals,
which evolved from their leadership experiences, was sufficient verification for
emergent findings. The acceptance of hypotheses, regarding emotional
intelligence and leadership practice, that were generated from an analysis of the
experiences of the case study participants, is in keeping with the rationale of
positivist constructivism which underpinned this investigation.

Table 2.3 expounds specific emotional intelligence attributes that have been
identified in literature as appropriate for the higher education context.

EMOTIONAL INTELLIGENCE ATTRIBUTES
RELEVANT FOR LEADERSHIP IN HIGHER
EDUCATION

LITERATURE SUPPORTING THE
IMPORTANCE AND RELEVANCE OF THESE
ATTRIBUTES

Engaging in accurate self assessment that
evokes an understanding of one’s strengths and
limitations, having a strong sense of conviction
and a clear understanding of one’s values

Hesburgh (1988); Kouzes and Posner (1995);
Allan (1998); Hall (2002); Murray (2002); Rantz
(2002); Rowley and Sherman (2003)

Maintaining high levels of personal integrity,
exercising persistence, being able to adapt and
appropriately respond to challenges without
losing hope, and providing a positive role-model

Laabs (1999); Pounder (2001); Murray (2002);
Newcombe and Ashkanasy (2002); Pescosolido
(2002); Rantz (2002); Bryman (2004); Kouzes
and Posner (2004); Bryman (2007a); Bryman
(2009)

Maintaining and developing collegiality and high
quality inter-personal relationships, encouraging
mutual trust and respect among team members

George (2000); Rowley and Sherman (2003)
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EMOTIONAL INTELLIGENCE ATTRIBUTES
RELEVANT FOR LEADERSHIP IN HIGHER
EDUCATION

LITERATURE SUPPORTING THE
IMPORTANCE AND RELEVANCE OF THESE
ATTRIBUTES

Instilling trust through open and honest
communication and fair and equitable
distribution of resources

Rantz (2002); Rowley and Sherman (2003);
Bryman (2004); Bryman (2007a); Bryman
(2009)

Valuing and appreciating others, generously
giving praise and encouragement to others

Hesburgh (1988); Pounder (2001); Rantz (2002)

Soundly managing conflict

George (2000); Rowley and Sherman (2003)

Creating a shared vision and organisational
values and instilling a desire to strive for
excellence

George (2000); Rantz (2002); Rowley and
Sherman (2003)

Table 2.3 Emotional intelligence attributes relevant for leadership in higher education, located in reviewed
literature

This research investigation, in an attempt to identify the significance of emotional
intelligence for leadership in higher education, explicitly examined the relevance
of each of the emotional intelligence competencies and abilities detailed in the
ability (Mayer & Salovey 1997) and competency paradigms (Goleman 2000) of
emotional intelligence. This explicit investigation was conducted in an attempt to
establish the pertinent competencies or abilities required for effective leadership
in a higher education context.

2.7

EMOTIONAL INTELLIGENCE PARADIGMS

The crux and major aspect of this research study was to investigate how emotional
intelligence related to effective leadership in a higher education context. While
many of the research studies, investigating leadership in a higher education
context, attest that emotional intelligence is a relevant and much needed construct
for effective leadership in higher education (Ramsden 1998; Knight & Trowler
2001; Carter 2006; Gibbs, Knapper & Picinnin 2006; Bryman 2007a; Bryman
2007b) there is no explicit articulation of just how emotional intelligence
enhances leadership in the higher education context. This research study aimed to
address this gap in knowledge. In the context of this research study emotional
intelligence was explored from two different paradigms – an ability paradigm and
a competency paradigm.
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2.7.1

Ability Paradigm of Emotional Intelligence

Mayer and Salovey’s (1997) conceptualisation of emotional intelligence describes
emotional intelligence in terms of four abilities, these being to:
1. Accurately perceive, identify, appraise and express emotions in oneself and in
others;
2. Use emotions to facilitate thought, prioritise thinking, assist judgement, and
promote problem solving and decision making;
3. Understand emotions and the meanings emotions convey; and
4. Regulate and manage emotions in oneself and in others. (Mayer & Salovey
1997)

Mayer and Salovey’s ability paradigm of emotional intelligence (See Table 2.4)
divides emotional intelligence into four branches of emotional intelligence. Each
branch possessing a set of developmentally sequenced abilities that are progressed
through from lower order to higher order abilities as a person becomes more
emotionally intelligent. This ability paradigm of emotional intelligence is
grounded in the premise that emotional intelligence is a set of interrelated abilities
that exist and operate within a particular context. Individuals will differ in their
emotional intelligence abilities and their capacity to exercise emotional
intelligence in different contexts or situations (Mayer & Salovey 1997).

BRANCHES OF THE ABILITY PARADIGM OF EMOTIONAL INTELLIGENCE
Perceiving,
Appraising and
Expressing
Emotions

Emotional
Facilitation of
Thinking

Understanding and
Analysing Emotions
to enable utilisation
of Emotional
Knowledge

Regulating and
Managing Emotions

Ability to identify
emotion in ones
thoughts, feelings and
physical states.

Ability to use emotions
to prioritise thinking by
directing attention to
important information.

Ability to label
emotions and
recognise relations
among words and
emotions.

Ability to stay open to
feelings – good and
bad.

Ability to identify
emotions in other
people.

Ability to generate
emotions to assist
judgement.

Ability to interpret the
meanings that
emotions convey.

Ability to reflectively
engage or detach
from an emotion
depending upon its
usefulness.
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BRANCHES OF THE ABILITY PARADIGM OF EMOTIONAL INTELLIGENCE
Perceiving,
Appraising and
Expressing
Emotions

Emotional
Facilitation of
Thinking

Understanding and
Analysing Emotions
to enable utilisation
of Emotional
Knowledge

Regulating and
Managing Emotions

Ability to express
emotions accurately.

Ability to use
emotional mood
swings to encourage
consideration of
multiple points of view.

Ability to understand
complex, simultaneous
or blends of feelings.

Ability to reflectively
monitor emotions in
oneself and others.

Ability to discriminate
between accurate and
inaccurate feelings.

Ability to use emotions
to encourage specific
problem solving
approaches.

Ability to recognise
likely transitions
among emotions.

Ability to manage
emotions by
moderating negative
emotions and
enhancing positive
ones

Table 2.4 Mayer and Salovey’s ability paradigm of emotional intelligence (Reference: Mayer & Salovey 1997)

The first branch of the ability paradigm of emotional intelligence – perceiving,
appraising and expressing emotions, is concerned with identifying emotions. This
branch focuses on an individual’s ability to detect and distinguish emotions in
oneself and in others through their facial expressions, actions or behaviour.
Identifying emotions is the most crucial branch in the ability paradigm because it
is the fundamental requirement that enables processing across the other emotional
intelligence abilities to occur. This first branch of the ability paradigm also relates
to an individual’s ability to accurately communicate their emotions and their
needs stemming from those emotions.

The second branch of the ability paradigm of emotional intelligence – emotional
facilitation of thinking - is concerned with an individual’s ability to use their
emotions to control or manage their behaviour, ultimately to their benefit. This
branch of the ability paradigm focuses on an individual’s capacity to harness the
emotions of a situation (in themselves or others) and in doing so facilitate actions
that result in a beneficial outcome. It is the ability to use emotions to more
effectively engage in activities such as thought processing or problem solving. An
emotionally intelligent person will be able to aptly use their moods and those of
others to best meet the needs of a particular task. For example, a person who is
preparing to go on leave from work for an extended period of time may be
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anxious about all of the tasks that have to be completed prior to their departure. In
such a situation, an emotional intelligence person might harness the energy and
excitement that they are feeling as well as their anxiety related to getting tasks
completed and focus their thought processing and energy on the work that needs
to be done. This emotional facilitation of thinking might result in the individual
completing quicker than normal all of their designated tasks. This second branch
of the ability paradigm is probably the least consciously utilised of the ability
branches. It is often only in hindsight that an individual can pinpoint how they
have employed emotional facilitation of thinking.

The third branch of the ability paradigm of emotional intelligence - understanding
and analysing emotions to enable utilisation of emotional knowledge, is the ability
to comprehend the emotions being expressed in language and actions and
recognise the complex relationships that exist between these emotions.
Understanding emotions encompasses the ability to accurately recognise emotions
and also deduce the catalyst for the emotions as well as how the emotions might
impact on a situation. Understanding emotions is also the ability to distinguish
slight variances in emotions such as the difference between happy and elated and
includes the ability to recognise how emotions develop over time such as how
upset can evolve into despair.

The fourth branch of the ability paradigm of emotional intelligence – regulating
and managing emotions, is the ability to control emotions in oneself and others.
The emotionally intelligent person is able to harness both positive and negative
emotions and manipulate them to achieve intended outcomes. This branch of the
ability paradigm relies on the other branches to be effective. That is, an individual
needs to be able to accurately recognise and understand the emotions that are
being expressed before they can appropriately utilise and manage the emotions to
enable a beneficial and positive outcome in a particular circumstance (Mayer &
Salovey 1997).
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2.7.2

Competency Paradigm of Emotional Intelligence

Goleman (2000) proposed the competency paradigm of emotional intelligence
(See Table 2.5) which categorises emotional intelligence into four dimensions of
emotional intelligence. Each of these dimensions of emotional intelligence – self
awareness, self management, social awareness and social skills, has a
corresponding set of competencies related to interpersonal or personal aspects of
emotional intelligence practice. Self awareness and self management are
associated with the personal competencies whereas social awareness and social
skills are related to the interpersonal competencies.

The competency paradigm of emotional intelligence is grounded in the premise
that individuals will employ various emotional intelligence competencies at
different times depending on the need and context of a particular situation. Self
awareness, which is the first dimension of the competency paradigm of emotional
intelligence, is concerned with the individual’s ability to accurately gauge their
own strengths and weaknesses. This self realisation informs the individual’s sense
of self and the subsequent level of confidence that the individual will have in their
abilities in a given situation. Self awareness is also related to an individual’s
ability to not only recognise the emotions that they are experiencing but also
appreciate how these emotions are impacting on their behaviour and on those
around them.

Self management, which is the second dimension of the competency paradigm of
emotional intelligence, assimilates six competencies related to aspects of
controlling one’s emotions and subsequent actions. This dimension of emotional
intelligence entails an individual managing their behaviour responsibly. It relates
to professional behaviour in a work context and exhibiting behaviours and
attitudes that provide a positive role model of appropriate and desired behaviour.
Accurate self awareness is the underlying critical factor for successful self
management. Effective self management is grounded in a premise of appropriately
behaving in response to perceptions and awareness of oneself in a particular
situation.
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DIMENSIONS OF THE COMPETENCE PARADIGM OF EMOTIONAL INTELLIGENCE
Self Awareness

Self Management

Social Awareness

Social Skills

Emotional self
awareness –
recognising ones
emotions and their
effects.

Self control – keeping
disruptive emotions
and impulses under
control.

Empathy –
understanding others
and taking active
interest in their
concerns.

Developing others –
sensing others’
development needs
and bolstering their
abilities.

Accurate self
assessment –
knowing one’s
strengths and
limitations.

Trustworthiness –
honesty and integrity.

Organisational
awareness –
empathizing at the
organisational level.

Leadership – inspiring
and guiding groups
and people.

Self confidence – a
strong sense of one’s
self-worth and
personal capabilities.

Conscientiousness –
responsibly managing
oneself.

Service orientation –
recognizing and
meeting customers’
needs.

Influence – wielding
interpersonal influence
tactics.

Adaptability – flexibility
with challenges.

Communication –
sending clear,
convincing messages.

Achievement - drive to
improve

Change catalyst –
initiating or managing
change

Initiative – readiness to
act

Conflict management
– resolving
disagreements.
Building bonds –
nurturing instrumental
relationships
Teamwork and
collaboration- creating
a shared vision
Synergy in teamwork
– working with others
toward shared goals

Table 2.5 A summary of Goleman’s competence paradigm of emotional intelligence (Reference: Goleman
2000).

Social awareness is the third dimension of the competency paradigm of emotional
intelligence and is concerned with understanding the emotions, concerns and
needs of others as well as being focused on the interests and needs of the
organisation. Empathy is central to this dimension of emotional intelligence and
involves not only appreciating the needs and interests of others and the
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organisation but also a level of determining how best these needs and interests can
be met. Consideration by the individual of their needs should not factor in this
dimension of emotional intelligence. The social awareness dimension is solely
focused on others and the organisation even if the resulting appreciation is to the
detriment of the individual.

Social skills, the fourth dimension of the competency paradigm of emotional
intelligence entails nine competencies related to appropriately managing others.
This dimension of emotional intelligence includes competencies related to
effective management and leadership of others by employing practices such as
positive communication skills and conflict management. Ultimately this
dimension is concerned with the individual’s ability to inspire and positively
influence others to achieve to their full potential and thereby meet the needs of the
situation or circumstance. Social awareness is the underlying critical factor for
successful social skills. Effective social skills rely on the individual behaving
appropriately in response to their accurate perceptions and awareness of others in
a particular circumstance.

Each of the branches and dimensions detailed in the ability and competency
paradigms of emotional intelligence were explored in this research study. Aspects
of both paradigms were also implicitly examined in relation to the investigation of
the five practices detailed in the developed leadership competency framework. An
intended outcome of this investigation, of the competencies and abilities of each
of the emotional intelligence paradigms, was to identify the most appropriate
paradigm for leadership in the higher education context. In addition, the
investigation of the two paradigms sought to address the identified gap in the
literature, by identifying the explicit aspects of emotional intelligence that are
relevant and have the potential to enhance leadership in a higher education context
(Goleman 2000).
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2.8

THE RELATIONSHIP BETWEEN JOB SATISFACTION,

EMOTIONAL INTELLIGENCE AND LEADERSHIP IN HIGHER
EDUCATION
The relevance and importance of job satisfaction in a work context is one of the
most investigated topics in organisational behaviour research (Iaffaldano &
Muchinsky 1985; Moorhead & Griffin 1992). Robbins et al. (1998) state that job
satisfaction impacts upon the productivity, absenteeism, retention and turnover of
employees. Dissatisfied employees will look to express their dissatisfaction in a
number of ways including leaving the organisation, being disloyal to their
employer, chronic absenteeism, lateness, neglecting work, and reduced effort or
increased error rate (Robbins et al. 1998). The manifestation of intense
dissatisfaction could even result in the willful sabotage of the work environment.
As such the job satisfaction of staff is a valued and necessary commodity in
organisations, especially where staff are performing at a high level (Hogan,
Curphy & Jogan 1994).

Relationships between job satisfaction and work performance are convoluted and
as Ramsden (1998) suggests the direction of the effects, whether individuals who
are more satisfied are more productive or whether more productive individuals are
more satisfied, are unclear. In terms of leadership the more important question to
ask is whether a person who is satisfied in their role will be a more effective and
better leader. This question will be explored in this research study particularly in
the context of whether job satisfaction is associated with the practice of effective
leadership. In addressing this question of whether a satisfied leader is more
effective first requires an assessment of the aspects of leadership that might be
influenced by job satisfaction. Herzberg, Maunser, and Snyderman (1959) make a
connection between job satisfaction and interpersonal relationships and
supervision, suggesting that dissatisfaction can have a negative impact on these
crucial dimensions of leadership. Lawler and Porter (1967) propose the notion that
a person who is successful in their role and achieves their performance goals will
as a consequence of these achievements have high job satisfaction.

The other aspect of the relationship between job satisfaction and leadership is
whether job satisfaction can be heightened as a consequence of leadership
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practice. Atchison (2003) suggests that factors that contribute to job satisfaction
include career development and growth, exciting and challenging work,
meaningful tasks that seem to be making a difference, being part of a team, and
having a good relationship with team members. These factors are all highly
synonymous with leadership and as such support a premise that job satisfaction
could be heightened as a result of being engaged in aspects of leadership.

In the higher education context, Harman (2001) in a survey of Australian
academic staff found that despite respondents being highly critical of aspects of
their work environments there was a high level of satisfaction that was largely due
to their adept academic performance. While this is not explicitly related to
leadership it does still justify a notion that effective adept leadership performance
could positively impact on a leader’s job satisfaction. Houston, Meyer and Paewai
(2006) in the findings of their higher education study noted that academic staff
were more satisfied with intrinsic aspects of their role such as having flexibility to
chose their method of work, the amount of responsibility they have and the variety
in their jobs than the extrinsic factors such as remuneration. Again parallels can be
drawn to these factors for job satisfaction and the role and responsibilities of
leadership, thus supporting an inference that job satisfaction can be heightened as
a consequence of being a leader and practicing leadership.

In reporting on a survey of 1000 female executives, Barsh (2009) made an explicit
connection between leadership and job satisfaction. Barsh identified practices that
were perceived to be key factors in both successful leadership and job satisfaction.
These practices included doing worthwhile things; making things happen instead
of waiting for others to evoke change; seeing opportunity in setbacks; and having
a connection and relationship to colleagues. The overt connection that Barsh has
expressed between leadership and job satisfaction further supports an hypothesis
that there is not only a significant relationship between job satisfaction and
leadership but that heightened job satisfaction can have a causal influence on the
effectiveness of leadership. This research study will examine job satisfaction and
its relationship to leadership in an effort to provide a perspective on whether
satisfied leaders are more likely to be effective leaders.
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There is an ongoing decline in the job satisfaction of academics, being reported in
literature, largely due to increasing student numbers, reduced government
funding, and ever-changing demands, accountability and expectations being
placed on academics (Everett & Entrekin 1994; Coaldrake & Stedman 1998;
McInnis 1999; Marginson & Considine 2000; Bellamy, Morleya & Watty 2003).
This mounting dissatisfaction according to McInnis (1999) is more prevalent in
mid career academics but more negative in late career academics. From an
emotional intelligence perspective Barsh (2009) suggests that effective leaders
who manage to overcome these feelings of dissatisfaction do so by consciously
stopping the “emotional downward spiral” that can result from adverse events.
Instead of engaging in the negative aspects of the workplace Barsh suggests that
academics with high job satisfaction will deliberately and willfully address the
actual problem rather than surrendering to the emotional negativity that is often an
automatic reaction in such circumstances. This research study will, in conjunction
with examining the relationship between job satisfaction and effective leadership,
also investigate if this relationship is impacted on by emotional intelligence. This
investigation will encompass correlational and comparative analysis of qualitative
and quantitative data in an attempt to ascertain whether emotionally intelligent
leaders are more likely to be satisfied and more effective.

2.9.

THE CHALLENGES OF LEADERSHIP IN HIGHER

EDUCATION AND THE IMPACT OF THESE ON LEADERSHIP
CAPACITY DEVELOPMENT INITIATIVES
Challenges are prevalent in any leadership circumstance and leadership in higher
education is no exception. A major institutional challenge that is prevalent in most
organisations is related to the increasing evidence that Australia like many other
countries is facing a significant departure of higher education leaders over the
next few years. The anticipated exodus of ‘baby boomers’ (those born between
1946 and 1964) that is expected in the workforce as a whole is predicted to be
even more significant in the academic environment with some of the most
competent higher education professionals on the verge of mass retirement (Rantz
2002; Gonzalez, Stewart & Robinson 2003; Scott, Coates & Anderson 2008). This
departure of experienced professionals will present a major challenge for many
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institutions as they seek to back fill positions that become vacant, especially those
institutions that have not endeavoured to address this likely loss of expertise and
corporate knowledge with sound strategic succession planning. Given that this
crisis is predicted to be most pertinent up to and including 2015, there is some
urgency in the need for higher education institutions to establish a means of
identifying and preparing leaders for the future.

Higher education leaders are faced with interpersonal challenges that are quite
unique to the sector. Rowley and Sherman (2003) found that often the role and
responsibilities of the academic leader are not clear. Scott, Coates & Anderson
(2008) in support of this state that in many cases there is no clear or apparent
description available of what academic leaders should know or be able to do. This
lack of role clarity and definition of responsibilities can cause issues in the
execution of leadership. Every tertiary institution will have its own particular
offering of courses, subjects and research endeavours. The purpose and focus of
these will be related to the specific mission and needs of the department, faculty
or stakeholders and could change quickly and dramatically depending on internal
and external influencing factors. As a consequence of this volatility the leadership
roles and responsibilities may be difficult to clarify, resource and execute. There
are also significant implications for leadership capacity development initiatives
that stem from this lack of clarity and definition of leadership. Given the dynamic
and transformational nature of leadership roles and responsibilities in the higher
education context, there is a need to ensure that leadership capacity development
initiatives are not aligned to a specialised or specific set of leadership styles,
competencies or attributes but rather enable and foster practice of effective
leadership in an authentic context.

Coates and Anderson (2007) stress that academic leaders have minimal authority
or power to take charge of a situation or influence an outcome. Externally
imposed government regulations, informal positions of leadership, academic
traditions, and structures that eliminate the need for leaders to assume
responsibility for making decisions are some of the factors that can contribute to
this dearth in authority. In such circumstances it is critical that the leader is
inspirational and motivates individuals to work towards achieving a desired goal.
The fundamental underpinning to enable this charismatic style of leadership is an
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awareness and understanding of what will motivate the individual to work
towards achieving the shared goal and then the ability to inspire and guide groups
and individuals to do so. As such leadership capacity development initiatives
should ensure that leaders are armed with knowledge and skills related to
generating an awareness of others and what motivates them and how best to
inspire others to achieve common goals.

A common challenge identified for leaders in higher education is the practice of
managing staff. Leadership in higher education has often been likened to ‘herding
cats’ (Ramsden 1998; Adams 2000; Brown & Moshavi 2002; Scott, Coates &
Anderson 2008; Bryman 2009; Bryman & Lilley 2009). The ramifications of this
challenge can be a reluctance by leaders to address issues related to staff
management. Bryman (2009) found that in many cases behaviour that would not
be tolerated in other work environments was being accepted in the higher
education context and that leaders not only didn’t manage the poor performance
of these difficult individuals but were in fact often simply ignoring obvious
problems. The role of leaders in behaviour management is to identify the
development needs of the person being managed and constructively communicate
these to him or her. This requires the leader to be able to appreciate the
development needs of others, have confidence in their convictions and an ability
to communicate clearly and considerately. These skills are synonymous with
numerous emotional intelligence competencies. Due to this apparent imperative
for higher education leaders to exercise emotional intelligence competencies in
the management of others, higher education leadership capacity development
initiatives should include some emphasis on these constructs. Curriculum guiding
leadership capacity development initiatives should be designed to ensure that the
specific and necessary knowledge and skills that leaders in higher education
require, are being addressed.

Scott, Coates & Anderson (2008) invited their study participants to identify the
aspects of leadership in higher education that were perceived to be most
challenging. “Time consuming and unproductive meetings, dysfunctional systems,
unnecessary bureaucracy, excessive reporting with no outcome, a culture and
focus on talk, and planning and review more than action” (Scott, Coates &
Anderson 2008, p59) were the aspects identified by the 513 study participants to
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be the most challenging aspects of leadership in higher education. These
responsibilities of leadership while unavoidable were perceived to be frustrating
distractions that obstructed effective and fruitful leadership practice. Given the
fact that these challenges present an element of emotional aggravation, leadership
capacity development initiatives should equip leaders with strategies and skills to
appropriately manage their own emotions by keeping potentially disruptive
emotions and impulses under control. A crucial element of emotional intelligence
and a major focus throughout this research investigation was self awareness and
self management. As such, strategies and skills to appropriately address both of
these elements were examined from a perspective of leading an initiative in a
higher education context. Considered examination of the reflections on leadership
of the case study participants was employed to generate an awareness of the
emotional intelligence competencies and abilities that were relevant for effective
leadership in higher education. The subsequent intention was to develop a suite of
emotional intelligence capabilities that would provide strategies for the leadership
competency framework practices in a higher education context including those
related to self awareness and self management.

Rowley and Sherman (2003) provide an account of challenges that they perceive
to be a direct consequence of the unique nature of the higher education
environment which includes:


academics have incredible autonomy in doing their work which can present
difficulties for academic leaders particularly in regard to decision-making;



an academic leader may be instructed to carry out directives that may not
resonate well with him or her and then in turn also have to engage fellow
academics to carry out these less than favourable directives;



the leadership role can be a temporary one in which the academic serves for a
period of time and then returns to his or her substantive position. In such
circumstances anything that transpires throughout the duration of the
leadership period can ultimately impact on the interactions that the leader may
subsequently have with peers when he or she returns to the substantive
position.



individuals are placed in positions where they may have to lead peers. This
can present difficulties because the familiarity of peers can lead to disrespect
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for the leader and subsequent problems for the leader in exercising supervisory
responsibilities.

To address these challenges leaders need to be aware of their strengths and
limitations and only exercise influence within the sphere of their expertise and
knowledge. They need to recognise and appreciate how best they can meet the
needs of the organisation and inspire others to do likewise. The leader needs to
have integrity and responsibly manage himself or herself. Finally the leader must
nurture relationships that are critical to the endeavours of the institution.
Capabilities such as these that are necessary for addressing the challenges that an
academic leader might face should be addressed through leadership capacity
development initiatives.

Anderson and Johnson (2006) propose that leadership can be developed through
professional development and training. Professional development and training
activities have adopted a range of foci for building and enhancing leadership
capacity. Early professional development approaches focused on identifying
leadership styles, attributes or behaviours associated with effective leadership and
then orchestrating opportunities to develop these in individuals so that they could
be proficiently used in an appropriate situational context (Marshall 2006). Bryman
(2007b) suggests that competencies associated with leadership effectiveness
should underpin the construction of leadership training programmes. He proposes
that if training programmes were designed to develop these features of effective
leadership in higher education the leadership effectiveness of those being
developed would be enhanced. Rowley (1997) suggests that developing the
effective leadership skills of academic leaders should be the focus of leadership
development initiatives. It is important that the design of leadership capacity
development initiatives is carefully considered and appropriate to the needs of the
target audience and their specific leadership context. Implementing generic
programmes that have not been tailored to the participants or context could result
in frustration and disengagement of those partaking in the programme. As such it
is important that implemented leadership capacity development initiatives are
carefully and strategically designed or selected.
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Academic leadership is unique in that academic leaders do not necessarily aspire
to managerial or leadership positions, their primary concern is usually educating
or researching and thus it may be that they end up in academic leadership
positions without ever having aspired to do so (Rowley & Sherman 2003). A
commonly perceived observation of leadership in higher education is that many of
the leaders are appointed because they are perceived to have excelled as an
academic, often due to research achievements, rather than because they have
leadership or managerial experience or expertise (Pounder 2001; Yielder &
Codling 2004; Scott, Coates & Anderson 2008). Consequently leaders in higher
education are often appointed to leadership positions to the detriment of
leadership effectiveness. They may have received no preparatory leadership
training or development and subsequently are expected to learn on the job (Scott,
Coates & Anderson 2008; Fielden 2009).The facilitation of leadership capacity
development initiatives can address deficits that may occur due to lack of
leadership development or non-strategic appointments. It is vital that institutions
recognise the need to invest in and promote effective leaders and leadership. This
can be successfully achieved through leadership capacity development
programmes that prepare potential or develop existing higher education leaders.

A viable solution to all of these challenges is to deliver appropriate leadership
capacity development initiatives to current and potential higher education leaders.
Such an approach would enhance the likelihood that future higher education
leaders are prepared to full leadership positions that become vacant and current
higher education leaders are equipped with the necessary knowledge and skills to
appropriately lead and manage in the higher education environment. An aim of
this research investigation was to establish strategies and content for
contemporary leadership capacity development initiatives that would not only
develop future higher education leaders but also be effective in developing current
leaders for the future. An outcome of this study was to identify, through a
synthesis of the research findings, a generic set of emotionally intelligent
capabilities that could inform leadership practice and development in higher
education. The intention of these capabilities was not for them to be role specific
but rather aimed at promoting effective leadership practice broadly in the higher
education context. Through the reflections of the case study participants it was
intended that the emotionally intelligent capabilities would be extrapolated and
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exemplary practices that could be employed to inspire and lead others in the
realisation of shared goals presented. A further aim of this research study was to
generate a detailed curriculum that could be used as a basis for leadership capacity
development initiatives in higher education. The intention was for the developed
curriculum to be informed by the findings of this research study about what
strategies and content should be included in leadership capacity development
initiatives in higher education.

2.10 LEADERSHIP CAPACITY DEVELOPMENT IN HIGHER
EDUCATION
Leadership capacity development has been acknowledged to be an integral factor
for organisational effectiveness in educational settings (Muijs et al. 2006; Bisbee
2007; Scott, Coates & Anderson 2008). Burgoyne, Hirsh and Williams (2004)
state that leadership capacity in higher education can be developed and as a result
of this development enhanced leadership capability and performance can be
achieved. Despite these affordances of leadership capacity development, leaders
in a higher education context will reach leadership positions without ever having
had formal training or development and in most cases will be expected to develop
leadership on the job (Anderson & Johnson 2006; Fielden 2009). Burgoyne, Hirsh
and Williams (2004) attest that for leadership development to be fruitful it must
address the specific circumstances of the higher education context, develop
leadership capacity of the collective rather than just the individual, and
incorporate ongoing evaluation to ensure the effectiveness and impact of the
implemented programme. Horton (2002) suggests that leadership capacity
development should be designed to “improve those capacities that most severely
hamper performance levels” (Horton 2002, p1) and that the most successful
leadership capacity development efforts are those that “involve a negotiation of
goals and strategies based on mutual interests and collaborative, rather than
hierarchical, relations” (Horton 2002, p4). As such, leadership capacity
development initiatives should focus on developing capabilities for effective
leadership performance and should involve the individual in a meaningful way in
the design of his or her own leadership development (Horton 2002).
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Leadership development has been conceptualised as the process of improving the
collective capacity of individuals to engage effectively in leadership roles and
responsibilities to enable the appropriate management of problems and
achievement of desired results (Dixon 1993; Morgan 1997; McCauley, Moxley &
Van Velsor 1998; Day, DV 1999; Horton 2002). Capacity development or
capacity building are commonly used in relation to improving leadership in higher
education. While these terms are often used interchangeably, Horton (2002)
explains that there is a distinct difference between them. Capacity building is most
commonly aligned with initiatives that are carefully executed according to a
comprehensive plan such as formal training activities and workshops. Capacity
building is what is ‘done’ to individuals, groups and organisations to improve the
way they perform. Conversely capacity development involves more
experimentation and learning and it cannot be ‘done’ to individuals. Rather,
information is communicated and activities to promote, stimulate and support
understanding and the practical application of this information are facilitated.
Capacity development according to Horton “implies an organic process of growth
and development” (Horton 2002, p2) and subsequently, is a more appropriate term
to use than capacity building. The focus throughout this research project is one of
leadership capacity development, synonymous with that advocated by Horton.
There is a strong emphasises throughout this investigation on the crucial role of
the individual in determining and facilitating their personal and professional
development.

Leadership in the context of higher education is widely perceived to be uniquely
different to leadership in other contexts as such leadership capacity development
initiatives in higher education need to be responsive and aligned to the contextual
needs of the sector (Day, C 1999; Gibbs, Knapper & Picinnin 2006; Bryman
2007a; Bryman 2009; Gibbs, Knapper & Picinnin 2009; Middlehurst, Goreham &
Woodfield 2009). Middlehurst, Goreham & Woodfield (2009) expound that not
only is leadership development highly context specific but that different forms of
leadership across the institution require different forms of leadership
development. Fielden (2009) found that the most common leadership
development programmes in higher education are facilitated through authentic
tasks, projects, study visits, training seminars or workshops. Frearson (2003)
identified authentic tasks, including job shadowing, secondments, or planned
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project work and training initiatives such as placements with other organisations,
self-paced completion of paper-based or computer-based training materials,
visits/exchanges or sabbaticals to be the most prevalent leadership development
initiatives in education settings.

Anderson and Johnson (2006) suggest that the most effective leadership capacity
development initiatives are those that are conducted within disciplines and
preferably at department level. In a study conducted in thirteen universities across
ten countries Gibbs (2005) supports this claim stating that the most successful
leadership capacity development initiatives were those conducted at the ‘coalface’ within departments, often totally independent of the institution. Gibbs
further found that university wide leadership capacity development initiatives
tended to emerge from successful initiatives that were instigated from within an
individual department. Gibbs concluded that departments and the leadership
programmes that are implemented within these departments are the key to
understanding how best leadership capacity within a higher education context can
be developed.

Pounder (2001) suggests that one of the issues associated with leadership capacity
development in higher education is the lack of clarity around exactly what
academic leadership entails and that this lack of clarity has a significant impact on
the lack of preparation for those assuming leadership roles in higher education.
Anderson and Johnson (2006) attest that many academic leaders are expected to
learn about leadership ‘on the job’. In such circumstances leadership development
is informal with little or no prescribed preparation prior to leadership appointment
and ad hoc ‘one off’ professional development activities post appointment. Gibbs,
Knapper & Picinnin (2006) found that leaders in higher education sought to
develop their leadership by reading leadership books and attending leadership
seminars and programmes that assisted them to become more expert in the things
they felt they needed to be able to do to be effective leaders. Anderson and Coates
(2009) report that many higher education leaders are frustrated at leadership
development initiatives that focus on theoretical tuition to the detriment of
engagement in the practical application of leadership. Anderson and Coates
(2009) report that the leaders in their study believe the most successful means of
developing leadership in a higher education context is to engage in leadership
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practice especially in regard to leading change initiatives. These leaders expressed
a particular preference for “role-specific, practice-based, peer-supported and selfmanaged learning rather than the more usual one-off, formal and generic
workshop-based types of professional learning” (Anderson & Coates 2009, p37).
A specific focus of this research investigation was to examine a range of
leadership capacity development initiatives and identify the most relevant and
effective strategies for developing emotionally intelligent leadership in higher
education.

2.10.1 Strategies for Developing Leadership Capacity in a Higher
Education Context
Most universities have strategies to address leadership development. With the
growing evidence to support the importance of leadership development in higher
education, many universities not only have strategies but are reported to be
actively reviewing and updating these (Bolden, Petrov & Gosling 2008;
Burgoyne, Mackness, & Williams 2009). Current leadership development
initiatives in higher education, according to Burgoyne, Mackness, & Williams
(2009), tend to focus on developing the individual leader and their specific
leadership needs. Bolden, Petrov & Gosling (2008) propose that leadership
programmes and initiatives should be “designed in ways that are sensitive to
structural, organisational and cultural issues, take into account individual
backgrounds, skills and experiences and, wherever possible, engage the learning
community at the design stage.” (Bolden, Petrov & Gosling 2008, p70). Because
so many development programmes and initiatives in higher education are
delivered by external providers Bolden Petrov and Gosling stress the importance
for external facilitators to ensure that they are perceived by participants to be
relevant and “credible”.

There have been numerous strategies engaged over time to develop leadership
capacity in higher education. Burgoyne, Mackness & Williams (2009) found that
the most popular investment of universities in leadership capacity development
initiates were short courses in one’s own institution and/or with external providers
and individual development initiatives such as coaching, mentoring, and executive
development. However, despite the significant investments in leadership capacity
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development initiatives, many institutions report difficulty in indentifying
strategies that will have credibility with academics (Burgoyne, Mackness &
Williams 2009). Trends that have been identified as most successful for leadership
capacity development in a higher education context include:


professional development leadership and training programmes and workshops
(Burgoyne, Hirsh & Williams 2004; Flavell, Jones & Ladyshewsky 2008;
Anderson & Coates 2009; Burgoyne, Mackness & Williams 2009).



communities of practice, coaching, mentoring, networking, reflective practices
and feedback (such as 360 degree assessments) used to inform and guide
individual development (Olivero, Bane & Kopelman 1997; Wenger & Snyder
2000; Horton 2002; Thach 2002; Burgoyne, Hirsh & Williams 2004; McEwen
2004; Carew et al. 2008; Flavell, Jones & Ladyshewsky 2008; Anderson &
Coates 2009; Burgoyne, Mackness & Williams 2009); and



authentic learning activities such as action learning projects and on the job
training (Day 2001; Knight & Trowler 2001; Horton 2002; Burgoyne, Hirsh &
Williams 2004; Burgoyne, Mackness & Williams 2009).

2.10.1.1

Professional Development Leadership and Training
Programmes and Workshops

A common practice employed to develop leadership in higher education is
professional development or formal training. These strategies are usually standalone generic programmes that are centrally delivered, aimed at the broad
university population and generally include sessions on specific aspects related to
leadership practice such as conflict resolution, institutional policy, or time
management (Bolden, Petrov & Gosling 2008). While there is a place for targeted
professional development and training to enhance leadership in higher education,
there are some stipulations that have been suggested that should inform the design
of such activities. Anderson and Coates (2009) state that professional
development should employ case-based and problem-based approaches to
learning and that these activities should be situated in the context of the particular
role that the leader being developed holds. Flavell, Jones and Ladyshewsky (2008)
echo this sentiment and further suggest that professional development should not
only be contextually appropriate it should also address specific discourses and
issues that are related to the individual’s work practice. Burgoyne, Mackness and
Williams (2009) found that the most effective development initiatives were
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context sensitive and Flavell, Jones and Ladyshewsky (2008) argue that to ignore
this explicit context focus could result in the desired professional development
outcomes not being achieved and possibly even exacerbate existing
apprehensions. Context sensitive strategies are most effective when they address
the challenges faced by leaders and subsequent strategies for tackling them.

It is also imperative that leadership capacity development initiatives are delivered
by trainers who are responsive to the needs of the individual and group, are
flexible in the delivery of the training programme, and recognise and respect the
existing knowledge and skills of participants (Coates & Anderson 2007; Flavell,
Jones & Ladyshewsky 2008). The ALTC leadership capacity development project
that this research study was aligned to incorporated professional development and
workshop events in the intervention phase of the project. As such, this research
study will be explicitly investigating and providing an informed assessment of the
value and impact of these leadership development initiatives for developing
leadership capacity in higher education.

2.10.1.2

Communities of Practice, Coaching, Mentoring, Networking,
Reflective Practices and Feedback

According to Wenger and Snyder (2000) leadership capacity can also be
developed through communication and sharing of information and experiences
between individuals working on similar tasks in different settings. This collective
and mutually beneficial sharing of information and experiences in relation to a
common focus has been referred to as engaging in a community of practice
(Wenger 1998). Anderson and Coates (2009) suggest that development activities
should foster targeted support networks because individuals learn most effectively
from sharing their experiences of leading with others and from others. One of the
major successes of the Flavell, Jones and Ladyshewsky (2008) project was that it
engaged staff from across five different faculties which enabled a more diverse
and broad sharing of issues, solutions and best practice across the university
setting. Participants indicated that meeting staff they would not normally come
into contact with and developing networks outside their faculty was a highly
positive aspect of the programme. Bolden, Petrov and Gosling (2008) also
identified the importance of ‘support networks’ for leadership development and
suggest that these networks that generally evolve during the course of professional
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development initiatives, should be encouraged and supported to continue beyond
the programme conclusion.

A successful leadership programme must allow time for participants to interact
and take advantage of the learning that can occur as a consequence of sharing the
varying experiences and knowledge of the group’s members. To enable this to
happen the facilitator must ensure that development initiatives include activities
that will establish and strengthen relationships and networks across the group
(Flavell, Jones & Ladyshewsky 2008). The ALTC leadership capacity
development project that this research study was aligned to had a strong emphasis
on participatory activities to consolidate relationships and enhance leadership
development among the case study participants who drew from three different
higher education institutions in as many states in Australia. These activities
enabled peer mentoring and a community of practice component that was
facilitated through institutional and cross-institutional collaboration and
communication to occur. The inclusion of these strategies in the ALTC project
enabled the relevance and effectiveness of such development strategies to be
explored and a subsequent determination of their value to be assessed.

Anderson and Coates (2009) identify mentoring programmes and individualised
coaching as effective methods of leadership development in a higher education
context. Burgoyne, Mackness and Williams (2009) strongly support this claim
with the findings in their study that coaching and mentoring were perceived to be
the most effective means of leadership development. Thach (2002) suggests that
the positive impact of coaching together with 360 degree feedback, can be
quantified as contributing a 55% - 60% increase in leadership effectiveness. The
primary objective of coaching and mentoring is to enhance individual
performance. However, there is also the potential for incidental leadership
development in regard to obtaining a broader, more sophisticated and strategic
insight into the organisation that can be gained from coaching and mentoring
activities (Day 2001). Bolden, Petrov and Gosling (2008) suggest that coaching,
mentoring and job shadowing can be useful in assisting individuals to decide
whether or not they want to progress to formal leadership roles as well as
promoting relevant leadership skill development. There is very little empirical
evidence published on the virtues of coaching and mentoring for leadership
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development in a higher education context. However, Olivero, Bane and
Kopelman (1997) in their action research study in a public sector municipal
agency, attempted to actually gauge the organisational benefit that can result from
executive coaching. Olivero, Bane and Kopelman found that the impact of oneon-one executive coaching, implemented as a follow up to a training programme,
increased productivity by 88% which was a highly statistically significant
improvement. Day (2001) suggests that coaching is a highly effective strategy for
leadership development because it incorporates comprehensive reflection through
the employment of assessment and questioning. In this research project coaching
and mentoring were facilitated in the context of the ALTC Distributive Leadership
Project to which this study was aligned to. These leadership capacity development
strategies were introduced at the initial leadership professional development
retreat and the case study participants engaged in them regularly following the
retreat and throughout the duration of the project. As such, coaching and
mentoring will be examined, assessed and an ensuing quantification of the value
of these strategies for developing emotional intelligence for leadership in a higher
education context, will be established.

Burgoyne, Mackness & Williams (2009) found that nearly all of the institutions in
their study undertook some form of leadership assessment to elicit feedback on
leaders’ performance. Most commonly 360-degree feedback was the preferred and
most commonly utilised assessment tool. Day (2001) stresses however, that 360degree feedback is only a tool for development and that for this tool to be
effective the individual must be willing to accept the feedback that this intense
and comprehensive scrutiny provides and then be prepared to change in light of
the feedback. The use of leadership assessment tools such as the 360-degree tool,
is popular in leadership capacity development initiatives because it enhances self
awareness and promotes reflective practice (Day 2001). Reflective practice Schön
(1983) describes as the deliberate and mindful exploration of the ‘internal
reflective’ and ‘external technical’ dimensions of practice (as cited in Brookfield
1987, p59). Carew et al. (2008) suggest that reflective practice can be extremely
influential in evoking personal and professional change especially when the
reflective practice incorporates a degree of critical thinking. Hernez-Broome and
Hughes (2004) attest that reflective practice facilitates not only leadership
capacity development in the present but that it also enables the development of
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skills that can promote life-long learning and development of leadership in the
furture. In this research investigation, each of the case study participants
undertook an emotional intelligence test (MSCEIT), which provided feedback on
each individual’s level of emotional intelligence. While the MSCEIT, which is an
ability based test that provides an objective assessment of an individual’s
emotional intelligence, is not a 360 degree tool it is still a viable means of
generating feedback to inform ensuing leadership development. The primary
purpose of the MSCEIT in the context of this research study was to provide the
researcher with qualitative data that would enable a deeper examination of the
relevance of emotional intelligence for leadership in higher education. An
additional benefit of having the research participants complete the MSCEIT was
that each of them received a comprehensive report that provided details and
explanations of their individual results in this emotional intelligence test. These
reports and their contents were discussed at the leadership retreat, that was
conducted at the beginning of the ALTC Distributive Leadership Project. The
results and subsequent insights that the case study participants acquired from the
MSCEIT reports informed and contributed in varying degrees, to their
development of emotional intelligence. Due to the inclusion of this performance
assessment and feedback tool, which is specifically related to emotional
intelligence, a quantification of the value of such a resource for developing
emotional intelligence for leadership in higher education was possible.

Networking is a strategy that is sometimes used in leadership development
initiatives as a means of developing leaders “beyond merely knowing what and
knowing how to knowing who in terms of problem-solving resources” (Day 2001,
p596). Networking also provides a means for expanding an individual’s
understanding, knowledge and application of leadership outside his or her
functional area or realm of practice. Networking can yield peer relationships that
also have the potential to enhance leadership capacity development and career
progression. Day (2001) suggests that feedback, coaching, mentoring and
networking should be linked and that they are all useful strategies for self
assessment and as a springboard for identifying leadership development needs. in
addition these strategies also assist in strengthening an appreciation of the
relationship between the individual leader, the collective and the organisation. In
the ALTC Distributive Leadership Project that this research study was associated
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with, the case study participants were provided with opportunities to be coached
and mentored by senior academics within and external to their institution. Another
component of the ALTC project was a National Roundtable that was organised
and facilitated by the project participants. The facilitation of this National
Roundtable availed opportunities for the case study participants to network with
senior academics, within and external to their institution, who were recognised
experts in the areas and contexts that the case study participants were focusing on
in the facilitation of their action learning projects. The National Roundtable
activity also provided the case study participants with an opportunity to present
and showcase the outcomes of their action learning project to a network of key
influential individuals who were researching and publishing in the focus area of
the action learning project. As a consequence of the inclusion of these networking
activities in the broader ALTC Distributive Leadership Project, that was aligned
to this research investigation, the relevance and an assessment of the value of
networking for developing emotional intelligence for leadership in higher
education is possible.

2.10.1.3

Authentic Learning Activities

Some higher education researchers have suggested that experiential learning ‘by
doing’ within a community of practice is central to leadership capacity
development (Day 2001; Knight & Trowler 2001; Horton 2002; Burgoyne, Hirsh
& Williams 2004; Burgoyne, Mackness & Williams 2009). In a case study
investigation of leadership and leadership development across ten institutions
Muijs et al. (2006) found that experiential forms of leadership capacity
development, where the development initiative was directly linked to the
individual’s professional practice and job role were most effective and least likely
to impact on the organisation. Conversely, one off, generic, professional
development programmes were found to be least effective and have a high
financial cost (Burgoyne, Mackness & Williams 2009).

An experiential approach to leadership capacity development seeks to engage the
individual in a process of doing and reflection and is based on the premise that
individuals learn most effectively when working on authentic activities that have
real-world relevance (Herrington & Herrington 2006). Authentic activities provide
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individuals with an opportunity to ‘try out’ leadership practices. Even negative
experiences or hardships have the potential to develop leadership especially if
these events promote self reflection (Moxley 1998; Day 2001). Herrington, Oliver
and Reeves (2003) outline ten characteristics of authentic activities including the
fact that authentic activities have real world relevance; compel the individual to
devise a strategy to achieve major goal(s) and provide opportunities for the
individual to collaborate with others and engage in reflection. In the ALTC
Distributive Leadership Project associated with this research study, a fundamental
activity that the case study participants engaged in was an action learning project.
The action learning project was intended to galvanise the characteristics of an
authentic activity and promote experiential learning through the practice of
leadership. Given this, an appraisal of the value of authentic activities for
developing emotional intelligence for leadership in higher education was
undertaken.

2.11 DEVELOPING EMOTIONAL INTELLIGENCE FOR
LEADERSHIP IN A HIGHER EDUCATION CONTEXT
According to McEwen (2004) advocates of an ability view of emotional
intelligence maintain that emotional intelligence can’t be developed. The premise
of this assertion being that emotional intelligence is innate and individuals are
born with emotional intelligence traits, characteristics and skills and that these
cannot be learned through development initiatives. However, there is an equally
balanced faction that believe that like intelligence, emotional intelligence can be
developed. The mitigating factor for this development is the training or coaching
that enables individuals to gain the necessary skills and knowledge to be
emotionally intelligent (McEwen 2004).

It is proposed that leadership capacity development initiatives in higher education
should incorporate a focus on the relevant discourses and issues related to
leadership in the higher education context (Flavell, Jones & Ladyshewsky 2008).
The underpinning premise for this is that the discourses and issues provide an
authentic and meaningful context in which leadership can be considered, explored
and developed. Adopting this approach as a means of developing emotional
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intelligence for leadership in higher education is warranted (Murray 2002). As
such, issues and discourses in higher education can provide a basis for developing
emotional intelligence. An experiential learning approach that is directly linked to
the individual’s work context and compels the identification of effective
emotional intelligence practices that are already employed and builds on these, is
a sound process for developing emotional intelligence for leadership in a higher
education context (Horton 2002; Murray 2002; McEwen 2004).

By seeking out and recognising effective leadership qualities and desired
emotional intelligence competencies the individual is in fact engaging in reflective
practice which is also a key requirement for sustainable ongoing leadership and
emotional intelligence development (Moxley 1998; Flavell, Jones &
Ladyshewsky 2008). Reflective practice that assists an individual to understand
the basis for their own and others’ emotions is the foundation to developing
strategies for managing emotions (McEwen 2004). A model of experiential
learning that incorporates reflective practice and assists the individual to enhance
existing competencies and address identified deficits is a sound strategy for
developing emotional intelligence for leadership in a higher education context
(Bennis & Nanus 1985; Kral 1988; Goleman 1998a; Goleman 1998b; Day 2001;
Horton 2002; Murray 2002). Such a model would require the individual to engage
in an iterative process such as that illustrated in Figure 2.3 involving:
1. Identifying what the individual currently does well and determining what they
could do better;
2. Devising an action plan to maintain existing strengths and address identified
deficits;
3. Implementing the devised plan; and
4. Engaging in self reflection and inviting feedback from peers, mentors or
coaches to assist profound self assessment.
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Figure 2.2 Model of an iterative process for development of emotional intelligence for leadership in a higher
education context

In this research investigation, initiatives for developing emotional intelligence for
leadership in higher education and the most pertinent elements of emotional
intelligence for leadership in higher education will be explored. Subsequently, the
most relevant aspects of emotional intelligence and the most effective strategies
for developing these emotional intelligence constructs for leadership in higher
education will be identified.

2.12 RELEVANCE OF THE LITERATURE TO THIS STUDY
This chapter has reviewed literature relating to effective leadership in higher
education, emotional intelligence and its relevance to leadership, and relationships
between emotional intelligence and job satisfaction. Strategies for developing
leadership and emotional intelligence for leadership in a higher education context
have also been examined. Ensuing this review, a number of gaps in the literature
have been identified, which this research study will aim to address.

A review of relevant literature highlighted the fact that there is little known about
the explicit capabilities and practices associated with emotionally intelligent
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leaders and leadership in a higher education context. As such an anticipated
outcome of this research study was to identify an evidence based suite of
capabilities that typified emotionally intelligent leadership in higher education. It
was also an intention of this study to provide illustrations of how these
capabilities might manifest in the higher education environment.

Literature detailing specific aspects of emotional intelligence that should be
developed for leadership in a higher education context was limited. Similarly,
strategies explaining how emotional intelligence for leadership in higher
education might be appropriately developed was also very limited. Addressing
these gaps, this research investigation aimed to generate a curriculum framework
that could inform leadership capacity development initiatives to promote
emotionally intelligent leadership in higher education. Through the explicit
investigation of strategies for developing leadership capacity, this study also
aimed to identify how best emotional intelligence for leadership in higher
education might be developed.

Finally, across the reviewed literature there was no research found that examined
the relevance or interrelationships between emotional intelligence and job
satisfaction or effictive leadership practice and job satisfaction in a higher
education context. As such, this research study aimed to provide an initial
conceptualisation of the potential relevance and interrelationships of these
constructs – emotional intelligence and job satisfaction and leadership practice
and job satisfaction. A subsequent intended outcome of this investigation was to
propose a framework that succinctly and clearly illustrated the identified
relevance and interrelationships among the constructs of emotional intelligence,
job satisfaction and leadership practice.
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CHAPTER THREE:
RESEARCH DESIGN AND METHODOLOGY

3.1

CHAPTER OVERVIEW AND INTRODUCTION

This chapter presents an explanation of the research design and methodology that
was adopted in this study. Figure 3.1 provides an overview of the sections in this
chapter.

3.2 Research Design: Provides an overview of the research approach adopted for this
mixed mode multiple case study.

3.3 Participants: Presents an explanation of the considerations undertaken in regard to
sampling, confidentiality and anonymity; the process followed for contacting and recruiting
participants and a synopsis of the ‘Distributive Leadership Project and the relevance of this
project in identifying the research participants.

3.4 Data Collection: Explains details of the data collection methods, tools and
considerations adopted in this research investigation.

3.5 Data Analysis: Describes the data analysis methods used in this research project.

3.6 Validity and Reliability: Reviews the strategies and considerations to address validity
and reliability

3.7 Limitations of the Study: Presents the limitations of this research investigation
Figure 3.1 Chapter 3 overview
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3.2

RESEARCH DESIGN

This research study adopted a mixed-mode case study research design
incorporating surveys, interviews and parametric tests. Table 3.1 provides a
summary of the research design perspectives that were adopted in this study.

RESEARCH
PERSPECTIVE

OPTION ADOPTED FOR THIS STUDY

Theoretical paradigm

Thematic analysis and quantitative statistical and interpretive analysis.

Research methodology

Survey, parametric testing and multiple case study.

Research participants

11 university academics located in 3 different Australian universities.

Data collection methods

Semi-structured interview, job satisfaction survey questionnaire, online
standardised parametric emotional intelligence test.

Ethical considerations

University of Wollongong – ethics guidelines for conducting research.
Thematic analysis of pre and post-intervention interviews with the 11
case study participants.
Coded and statistical analysis including T-Tests of quantitative data
gathered from pre and post-intervention job satisfaction surveys
completed by the 11 case study participants.

Data analysis

Interpretative thematic analysis of qualitative data gathered from pre
and post-intervention job satisfaction survey questionnaires completed
by the 11 case study participants.
Quantitative statistical analysis including T-Tests of scores from pre
and post-intervention standardised parametric emotional intelligence
tests completed by the 11 case study participants.

Validity, reliability and
limitations

Identification of the measures and considerations adopted to address
issues of validity and reliability and acknowledgement of the limitations
of the research investigation.

Table 3.1 Summary of the research design perspectives adopted in this study.

3.2.1

Mixed Mode Methodology

This research study implemented a mixed mode methodology incorporating both
quantitative and qualitative data collection (See Appendix 1 for an overview and
timeline of the methodological activities that were undertaken in this research
project). A mixed mode methodology was adopted to enable a deeper and broader
understanding of each of the case studies. Bryman (2004) reports that it is rare for
studies focused on leadership in higher education to use a mixed mode
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methodology. However, Martin et al. (2003) investigating leadership across a
cohort of subject coordinators in Australian higher education universities used a
mixed mode research design to enable a broader understanding of academic
leadership. Bryman (2004) suggests that there are a number of reasons why
qualitative and quantitative data may be combined in a research investigation. In
an analysis of sixty-six studies with a leadership focus Bryman found that the
main reasons for combining qualitative and quantitative data were:
1. Triangulation – as a means of reinforcing data and strengthening findings;
2. Preparation – qualitative research is used to prepare for quantitative research
in terms of generating hypotheses or developing research instruments;
3. Expansion and complementarity – one set of data is employed to expand upon
the other set;
4. Different issues - qualitative and quantitative data are collected in relation to
different aspects or foci of research; and
5. General patterns plus meaning –quantitative data provides general patterns and
qualitative data provides insight into the meanings of the data and the
identified patterns.

In this research study the main purpose for combining qualitative and quantitative
data in a mixed mode methodology was for “expansion and complementarity” and
to investigate “different issues” (Bryman 2004, p760). An emotional intelligence
parametric test and a job satisfaction survey enabled the collection of quantitative
data. The emotional intelligence test provided a quantitative measure of emotional
intelligence before and after engagement in a leadership capacity development
programme. A commercially produced emotional intelligence test (the MSCEIT –
See Section 3.4.2 for more information about the MSCEIT tool) provided an
objective ability-based measure of participants’ emotional intelligence. A job
satisfaction survey questionnaire designed by the researcher (See Section 3.4.3 for
more information about this tool) was used to enable a measure of participants’
personal and institutional job satisfaction to be gauged. These quantitative data
collection tools enabled measures of participants’ emotional intelligence and job
satisfaction to be determined for use in data analyses.

Qualitative data was collected through interviews with participants and in several
of the questions in the job satisfaction survey questionnaire before and after
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engagement in a leadership capacity development programme. A thematic
analysis approach was adopted to analyse the qualitative data and enable the
generation of theories to address the research questions and expand upon the
quantitative data findings.

The use of a mixed mode methodology was also adopted in this research
investigation to enhance the validity and reliability of data collection and analysis.
See Section 3.6 in this chapter for a broader explanation of the validity and
reliability enhanced by this mixed mode methodology.

3.2.2

Qualitative Research Methodology

The nature of qualitative research methodologies according to Ng and White
(2005) is inductive and exploratory. That is it enables a broad understanding of
phenomena and insight into topics for which there is little known. Bryman (2004)
states that qualitative research has been at the forefront of investigating new forms
of leadership. In this research study there was very little known about the main
concept being explored, namely the impact and relevance of emotional
intelligence for leadership in higher education and the relevance and
interrelationships of job satisfaction, emotional intelligence and leadership. As
such it was accepted that these relatively new and under researched concepts
required inductive and exploratory investigation to generate insights and
hypotheses to explain these phenomena. For this reason a qualitative approach to
both data collection and analysis presumed that a broader understanding and
subsequent development of theories in relation to the investigated concepts would
be possible.

Qualitative research methodologies, particularly with a multiple case study design,
are regularly employed by researchers investigating leadership in higher education
(Neumann 1992; Neumann 1995; Kekäle 1999; Rantz 2002; Bryman 2004). The
extensive and rich findings reported from such research investigations ruminated
well with this research study. Consequently, by adopting qualitative research
methodologies in this investigation and an expectation of similar abounding
results were expected.
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3.2.3

Case Studies

A case study approach was chosen for this research investigation to enable the
development of theories to assist in understanding the phenomenon of emotional
intelligence, job satisfaction and leadership practice in a higher education context.
A strength of the case study approach according to Cohen, Manion and Morrison
(2007) is that cause and effect in a particular context can be established. In this
study cause – emotional intelligence, and its effect – on the practice of leadership
and job satisfaction in the context of higher education was being investigated. As
such a case study approach was deemed most appropriate and adopted as the
primary methodological focus underpinning this research investigation.

A multiple case study design was adopted for this research study to avail the
possibility that a replication of phenomenon across the cases would enable the
development of justifiable hypotheses to address the research questions. Bryman
(2004) attests that multiple case study design has grown in popularity in research
investigations into leadership in education. In supporting this use of case studies
Bryman states that multiple case studies provide the opportunity for results to be
less likely to be deemed idiosyncratic and enhances the researcher’s capacity for
drawing theoretical inferences. Yin (2003) contends that theoretical replications
across multiple cases provides compelling support for generated propositions. A
multiple case study design has been used by other researchers investigating
leadership in a higher education context including Gibbs, Knapper & Picinnin
(2006, 2009); Kekäle (1999); Neumann (1992, 1995) and Rantz (2002).

This research investigation included eleven case studies and while the selection of
each was rooted in convenience sampling the inclusion of the eleven cases
provides the opportunity for broad and robust generalisation of the findings. The
underlying justification for using multiple case studies is generalisability due to
the fact that each case either has (a) similar results (a literal replication) or (b)
contrasting results but for predictable reasons (theoretical replication) (Yin 2003).
To satisfy literal replication “the framework needs to state the conditions under
which a particular phenomenon is likely to be found” (Yin 2003, p47). The eleven
participants in the cases of this study were all university based academics
involved in leading an initiative within their faculty. Across the eleven cases this
consistent “condition” within which data was collected provided the basis for
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literal replication. The eleven cases drew from three separate universities covering
three states in Australia. The participants assumed a range of leadership roles
within their individual contexts (see Table 3.2) and they were collectively
associated with a number of different disciplines and foci for their assessment
initiatives. These differences across the eleven cases provide some grounds by
which theoretical replication may be established. Due to the fact that the cases
within this study were representative of an expansive range of participant
circumstances, generalising the results broadly for the higher education sector was
deemed justifiable.

3.2.4

Semi Structured Interviews

Kvale (1996) attests that interviews are essential for obtaining knowledge about
the social world. In this research study the researcher was striving to gain a better
understanding of aspects of leadership and the impact of emotional intelligence on
leadership and job satisfaction from the perspectives of the case study
participants. Interviews were used to collect data in this study so that the
perceptions, understandings, experiences and reflections of each participant could
be obtained and a broader set of unrestricted information gathered. More
specifically, semi structured interviews were facilitated to enhance the opportunity
for extensive and unconstrained data to be collected. Bryman (2004) purports that
qualitative interviewing is the main method of data collection in studies of
leadership in higher education. Some of the studies, investigating leadership in a
higher education context, that have used semi-structured interviews include
Bensimon (1989); Neumann (1992); Neumann (1995); Kekäle (1999); Rantz
(2002); Martin et al. (2003); Gibbs, Knapper and Picinnin (2006); Bryman and
Lilley (2009).

The semi structured interviews conducted for this research study were based upon
a sequence of questions that had been developed by the researcher to address the
themes and research questions for investigation. The interview questions were
sent to the participants prior to the interview and guided the structure of the
facilitated interview discussion. Throughout the interviews additional questions
were posed to probe, clarify or expand on the responses disclosed by the
participants thereby enabling rich data that specifically addressed the research
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questions to be obtained. Further details about the interviews is available in
Section 3.4.1.

3.2.5

Quantitative Research Methodology

In this research study quantitative data was collected to enable a measure of each
participants emotional intelligence and job satisfaction to be generated. These
measures of emotional intelligence and job satisfaction were assessed pre and post
engagement in a leadership capacity development programme. This pre and post
schedule was followed to enable any changes that might have occurred throughout
the course of the research study in the emotional intelligence or job satisfaction of
participants to be gauged.

3.2.6

Survey Questionnaires

Cohen, Manion and Morrison (2007) state that survey questionnaires are most
suited to gathering “data at a particular point in time with the intention of
describing the nature of existing conditions” (p205). A survey questionnaire was
used in this research study to enable data that described the job satisfaction of case
study participants at two specific times – pre and post engagement in a leadership
capacity development initiative - to be collected.

Bellamy, Morley and Watty (2003) report on the common practice of using the
survey questionnaire to examine job satisfaction in higher education including a
detailed account of their own study which surveyed over 3000 academics in
Australian Universities. Lowe and Gardner (2000) in a review of publications in
the Leadership Quarterly over a period of ten years found that the use of surveys
was the preferred mode to collect data in leadership related investigations.

The survey questionnaire used to collect data in this research investigation was
designed by the researcher. Cohen, Manion and Morrison (2007) stress that in
designing a survey three primary considerations must be deliberated. The first is
the specific aim of the survey. In designing the job satisfaction survey used in this
research investigation the specific aim that guided the development of the
questionnaire was - to obtain a detailed perspective of the case study participants’
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satisfaction in regard to their current role, institutional factors governing this role
and the intention or the respondents to stay or leave their current role. The second
consideration that Cohen, Manion and Morrison suggest needs to be contemplated
in designing a survey questionnaire is the population in which the inquiry will be
implemented. The population in this research study were the participants involved
in the second phase of an ALTC LELT Distributive Leadership Project.
Consideration of this finite and specific population was integral in the design of
the survey questionnaire particularly in regard to the content and focus of many of
the developed survey question items. The third consideration that Cohen, Manion
and Morrison attest needs to be addressed in designing a survey questionnaire is
the financial cost and the budgetary demands that survey construction, piloting,
printing, posting and data management and analysis can avail. In the case of this
research study only having to administer eleven surveys negated the prospect of
exorbitant costs having to be met and the manual coding and analysis of data was
managed and funded by the researcher. Further details about the job satisfaction
survey is available in Section 3.4.3.

3.2.7

Parametric Tests

Parametric tests Cohen, Manion and Morrison (2007) explain are “tests which are
commercially available and which have been piloted and standardized on a large
and representative sample” (p415). The MSCEIT is a parametric test that was
used in this research investigation to derive a measure of the emotional
intelligence of participants. The MSCEIT is scored using a norm-referencing
standard by a computer-based programme that is provided as part of the purchased
test. The benefit of parametric tests is that they enable justifiable inferences to be
made by virtue of the fact that they derive from standardised scores. The other
advantages of these commercially produced tests is that they are objective, easily
administered, reliable and valid (Cohen, Manion & Morrison 2007). In deciding to
use a parametric test Cohen, Manion and Morrison state that the test must
demonstrate “fitness for purpose” (2007, p417). In the context of this research
study the MSCEIT was aptly suited to the purpose for which it was being used
which was to enable a consistent objective measure of emotional intelligence for
each of the case study participants to be generated and compared. Further details
about the MSCEIT are available in Section 3.4.2.
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3.3

PARTICIPANTS

Participants in this research population were male and female academics all in full
time employment and across a range of age categories from three Australian
universities. The number of years at the current institution and the leadership
positions, roles and responsibilities of the research population spanned a broad
representative continuum.

3.3.1

Sampling

The research sample was representative of the higher education population in
respect to having a broad representation of gender, age, discipline area, leadership
experience, roles and responsibilities, and the number of years working in the
sector. Table 3.2 details these demographics for each of the research participants
and illustrates the broad representation of the higher education population that this
research sample provides. The institutions from which participants drew were the
University of Wollongong, La Trobe University and Flinders University.

PARTICIPANT4

GENDER

AGE

INSTITUTION

YEARS WITH
INSTITUTION

CURRENT LEADERSHIP
ROLE

Joanne

Female

45-54

University 1

5-9 years

Post Graduate Coordinator

Belinda

Female

45-54

University 2

10-14 years

Programme and Unit
Coordinator

Jacqueline

Female

45-54

University 3

10-14 years

Associate Dean (Teaching and
Learning)

Noreen

Female

45-54

University 2

20+ years

Coordinator units and courses,
Associate Dean (Academic)

Ashleigh

Female

35-44

University 1

10-14 years

None reported

Roger

Male

45-54

University 1

0-4 years

Project Manager and Senior
Lecturer

Mackenzie

Male

25-34

University 2

5-9 years

Curriculum Coordinator. Faculty
Unit leader.

4

The names of the participants are pseudonyms and not the actual names of the participants.
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PARTICIPANT4

GENDER

AGE

INSTITUTION

YEARS WITH
INSTITUTION

CURRENT LEADERSHIP
ROLE

John

Male

45-54

University 3

20+ years

Associate Dean
(Academic/teaching and
learning), Topic Coordinator

Simon

Male

35-44

University 3

5-9 years

Course Coordinator, School
Higher Degree Committee
Chair. Member of school’s
Leadership group.

David

Male

35-44

University 2

10-14 years

Post Graduate Coordinator.

Skye

Female

25-34

University 1

5-9 years

Chair of a School Committee.

Table 3.2 Summary of the demographics of each of the research case study participants.

3.3.1.1

University 1: The University of Wollongong

(Information adapted from the University of Wollongong Website, 2010)
The University of Wollongong was first established in 1951 as a division of the
then New South Wales University of Technology. In 1975 the Division became
the Wollongong College of the University of New South Wales and in 1982 the
University amalgamated with the Wollongong Institute of Higher Education. The
University of Wollongong is an international university with over 18,000 students
across three campuses and five access centres.

The main Wollongong campus is situated five kilometres north-west of the city
centre of Wollongong and covers an area of 82.4 hectares with ninety-four
permanent buildings including six student residences. The Dubai Campus in the
United Arab Emirates was established in 1993 and the Shoalhaven Campus was
opened in 2000 at Nowra on the New South Wales South Coast. In addition, there
are University Education Centres in Bega, Batemans Bay, Moss Vale and Loftus
as well as the Sydney Business School. The University also offers courses in
conjunction with partner institutions in a number of offshore locations including
Singapore, Malaysia and Hong Kong.

The University of Wollongong has a strong research focus with eight Research
Institutes and three ARC Key Centres for Teaching and Research. In addition, the
University is a partner in four Co-operative Research Centres (CRC). The
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University's strength in collaborative research was acknowledged in 1999 as the
joint winner of the Good Universities Guide 'University of Year' Award for 19992000 for its "Outstanding Research and Development Partnerships". The
University won the award a second time in 2000-2001 for its efforts in "Preparing
Graduates for an E-world".

The University of Wollongong has nine faculties (Faculty of Arts, Faculty of
Commerce, Faculty of Creative Arts, Faculty of Education, Faculty of
Engineering, Faculty of Health & Behavioural Sciences, Faculty of Informatics,
Faculty of Law and Faculty of Science), a Graduate School of Medicine, the
Sydney Business School, which offers a range of postgraduate and executive short
courses, and the Simulation, Modelling and Analysis for Research and Teaching
(SMART) Facility. The University of Wollongong is governed by a University
Council, which is supported and informed by a number of Committees. University
of Wollongong committees provide leadership in the development of policy and
strategy, play a key role in the management of University activities, and are an
important mechanism for discussion and dissemination.

3.3.1.2

University 2: La Trobe University

(Information adapted from the La Trobe University Website, 2010)
La Trobe University, the third University to open in Victoria, was established in
1967. The University currently has over 26,000 students including approximately
3,500 international students from over ninety countries. La Trobe University has a
network of campuses in Melbourne, Albury-Wodonga, Beechworth, Bendigo,
Mildura, Melbourne City and Shepparton.

The main Melbourne campus is situated fourteen kilometres north-east of the
Melbourne city centre, in the suburb of Bundoora on an area of 330 hectares. La
Trobe University has five faculties (The Faculty of Education, Faculty of Health
Sciences, Faculty of Humanities and Social Sciences, Faculty of Law and
Management and Faculty of Science, Technology and Engineering), seven
University-based Research Centres and Institutes and twenty-six faculty-based
Research Centres and Institutes. La Trobe University participates in a number of
collaborative research centres and joint ventures with other research organisations,
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industry and government bodies including five National and International
Research Centres and Institutes and seven Cooperative Research Centres.
The La Trobe University Council is the governing authority of the University and
is chaired by the Chancellor. The Vice-Chancellor is appointed by Council to be
the chief executive officer of the University. La Trobe University is
internationally recognised with strong partnership, teaching, research and
exchange links with over 250 institutions across more than forty countries. La
Trobe is a founding member of the International Network of Universities (INU); a
group of twelve universities from nine different countries. The INU aims to
advance the internationalisation of its members through student and staff mobility,
research collaboration and cooperation.

3.3.1.3

University 3: Flinders University

(Information adapted from the Flinders University Website, 2010)
Flinders University was opened in 1966 and currently has an enrollment of over
17, 000 students. The main Flinders University campus is the Bedford Park
campus which is situated within the foothills of the Southern Mt Lofty Ranges
twelve kilometres south of the Central Business District of Adelaide, the capital
city of South Australia. In addition to the Bedford Park campus, Flinders
University has regional and interstate campuses at Barossa, Port Lincoln, Mt
Gambier, Renmark, Victor Harbor, Hamilton, Warrnambool, Alice Springs,
Casuarina, Darwin, Katherine and Nhulunbuy.

Flinders University has four faculties (Faculty of Education, Humanities, Law and
Theology, Faculty of Health Sciences, Faculty of Science and Engineering and
Faculty of Social and Behavioural Sciences) and is affiliated with the Southern
Adelaide Health Service (where the university's School of Medicine is located),
Adelaide Central School of Art, Adelaide College of Divinity and the Helpmann
Academy.

Research is a core activity at Flinders University with over $9 million of funds
allocated each year to support the research programme. Research is carried out
across all four of the institution’s faculties, thirty-four specialist research centres
and institutes and ten areas of strategic research investment (ASRIs). ASRIs are
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areas in which Flinders University has considerable research strength, and where
external opportunities for collaboration and partnership have been identified.
A University Council is the governing body of Flinders University. It is chaired
by the Chancellor and has twenty-one members, the majority of whom are
external to the University. The Flinders University Council has established five
standing committees to assist it to discharge its responsibilities. These committees
include the Academic Senate, Audit Committee Resources Committee Awards
Committee, and Senior Staff Remuneration Committee.

Considerations in regard to accessing the research sample, according to Cohen,
Manion and Morrison (2007) is not only whether access is possible but also how
access will be undertaken – through whom should access to the target group
proceed. In this research study access to the research population needed to be
negotiated initially through the university ‘caretakers’. These ‘caretakers’ were
senior academics from a central academic development unit in each of the
participating universities were responsible for the implementation and
engagement of the research participants in the broader Distributive Leadership
Project, within their respective institutions (See 3.3.3 for more information on this
project). Prior to contacting the potential research participants permission to invite
these individuals to be involved in this research study was sought and obtained
from these university ‘caretakers’. Once approval to contact and recruit research
participants had been obtained the researcher was then able to access the potential
research participants and invite them to be members of the research sample.
Details of the contact and recruiting process are outlined in 3.3.2.

The predominant sampling strategy used in this research project was convenience
sampling. Cohen, Manion and Morrison state that convenience sampling involves
choosing research participants “who happen to be available and accessible” (2007,
p114). An invitation to be involved in this research project was extended to each
individual involved in the wider ALTC LELT Distributive Leadership Project.
The research sample was subsequently generated by including every individual
who indicated he or she was willing to be involved in the research study. The one
condition that each member of the research sample needed to satisfy was that he
or she participated in all of the key Distributive Leadership Project tasks and
completed all of the research data collection activities. Cohen, Manion and
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Morrison (2007) describe purposive sampling as selection that is based on the
participant possessing a particular characteristic. In this research study purposive
sampling was also evident given that the participants were required to be involved
in the Distributive Leadership Project.

3.3.2

Contacting and recruiting participants

The participants in this research study were all involved in the ALTC LELT
funded Distributive Leadership Project5 implemented 2007-2008 by lead
institution, University of Wollongong. The participants were involved in the
second stage of this project and drew from one of the three Australian universities,
described in 3.3.1.

An invitation to be a participant in this research study was extended to all of the
participants involved in the second stage of implementation of the Distributive
Leadership Project. The invitation to these academics (collectively referred to
herein as Scholars) was initially communicated personally, by the researcher, at an
initial one on one meeting conducted with each Scholar to provide further
information about their engagement in the Distributive Leadership Project. A
Consent Form, (Appendix 2) Participant Information Sheet (Appendix 3) and
reply paid and addressed envelope was given to each of the Scholars following the
invitation and explanation of the research study. Potential participants were asked
to return the signed Consent Form in the reply envelope if he or she was willing to
be involved in the research study. In extending an invitation to each of the
Scholars it was stressed that involvement in the project was voluntary, that even
after consenting to be involved participants could withdraw at any time and that
there would be no adverse impact for them in the Distributive Leadership Project
if they chose not to be involved in this research study or withdrew at any time.

Twelve of the thirteen Scholars invited to participate in this research project
returned a Consent Form and agreed to undertake the additional activities required
of participants in this research study. Early in the implementation of the
Distributive Leadership Project one of the Scholars who had agreed to be a
5

http://www.altc.edu.au/project-distributive-leadership-learning-uow-2006
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participant in this research study withdrew. This withdrawal resulted in eleven
participants being involved in this research project.

3.3.3

The Distributive Leadership Project

The participants in this research study were engaged in the second stage of an
ALTC LELT Project - The Distributive Leadership Project. The aim of the
Distributive Leadership Project was to trial a leadership capacity development
framework for building leadership capacity within higher education. The trialed
framework consisted of:


Formal training through professional development activities;



Action learning that centered around participants leading an authentic project
to address an aspect of assessment within their institutional faculty and
organising and implementing a National Roundtable;



Reflection through formal and informal practices;



Mentoring and coaching by senior institutional executive; and



Networking through cross-faculty, institutional and cross-institutional
communication and collaboration.

The Distributive Leadership Project provided the opportunity to access
participants who were engaged in a leadership initiative that was closely aligned
to the focus of this research investigation. The Distributive Leadership Project
also provided an opportunity to examine emotional intelligence and leadership in
higher education across three different institutions but with the ability to control
significant factors such as the leadership development activities that participants
engaged in and the context and focus of the leadership development.

3.3.4

Anonymity and confidentiality

The research participants were identifiable to the researcher however to ensure
that the anonymity and confidentiality of participants was protected, all collected
and analysed data has been presented in the form of aggregated or statistical data
or anonymous quotations with potentially identifying detail removed. The
individuals in this research study have each been assigned pseudonyms instead of
their actual names being used (See Table 3.2)
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All information or material associated with this research study is considered as
sensitive and consequently protected against loss, unauthorised access,
unauthorised use, unauthorised modification and disclosure through the protection
of documents, files and hardware equipment. Only the researcher had access to
the raw data and was therefore able to manage the protection and safekeeping of
this information.

3.4

DATA COLLECTION

A mixed mode method of data collection incorporating the compilation of both
quantitative and qualitative data was employed in this research study. Semistructured interviews were implemented to gather rich and broad qualitative
information about the participants, their experiences, insights and development in
regard to leadership and emotional intelligence in a higher education context.
Quantitative data was collected through an online emotional intelligence test
(MSCEIT) and a paper-based job satisfaction survey.

3.4.1

Interviews

The semi-structured interviews were conducted pre and post participants’
engagement in a leadership capacity development programme. The initial
interviews were conducted in the first two weeks of February 2008, immediately
prior to the intervention programme and the post-intervention interviews were
conducted in September and October 2008 after the culmination of the leadership
capacity development programme.

Interview appointments were negotiated directly with the participants and once
finalised a confirmation email with the scheduled time of the interview and a list
of the interview questions (see 3.4.1.1 and 3.4.1.2) was sent to the participant. The
interview questions guided the structure of the facilitated interview discussion.
Throughout the interviews additional questions were posed to probe, clarify or
expand on the responses disclosed by the participants thereby enabling rich data
that specifically addressed the research questions to be obtained. Interviews were
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conducted by phone and recorded with participants’ consent. Notes were made
throughout each interview by the researcher and a transcript was prepared and
sent to the participant for validation or modification after their interview. Once the
transcript was validated by the participant it was entered into an NVivo database
by the researcher. When all of the data was entered into the NVivo database it was
analysed for emerging trends and to answer the posed research questions.

3.4.1.1

First Round Interviews.

The pre-intervention interview questions were designed to gather a perspective of
each participant’s background; views on leadership; knowledge of emotional
intelligence; and opinions about developing leadership capacity in a higher
education context. Questions were developed by the researcher to extrapolate
these perspectives and glean insights that could be used to inform responses to
three of the four research questions, these being:
Question 1. What is the relevance of emotional intelligence for leadership in a
higher education context?
Question 2. What aspects of emotional intelligence should be included in
leadership capacity development initiatives in a higher education context?
Question 3. How can emotional intelligence for leadership in a higher education
context be developed?

In designing the interview questions the researcher considered the information
that was required to address the focus of each research question. Accordingly,
interview questions were developed to specifically interrogate particular aspects
of each research question. The background questions were not used in regard to
the exploration of the research questions but rather as a means of providing a
broad perspective of each participant in relation to his or her professional
background, current working context and leadership experience. Table 3.3
provides a summary of the pre-intervention interview questions and the associated
research question for which it was designed to investigate.
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INTERVIEW QUESTIONS

ASSOCIATED
RESEARCH QUESTION

1. Can you tell me a bit about your background?
1a. Have you been in any leadership positions? (formal or informal)
2a. What do you think good leadership is?

Question 1 (Relevance)

2b. What do you think effective leadership is?

Question 1 (Relevance)

2c. What things do you value in a leader?

Question 1 (Relevance)

2d. Can you give an example of good or effective leadership?

Question 1 (Relevance)

2e.How would you differentiate leadership from management?

Question 1 (Relevance)

2f. How do you perceive leadership in Higher Education?

Question 1 (Relevance)

2g. What particular aspects or activities have contributed to your view
of leadership in Higher Education?

Question 1 (Relevance)

2h. Where do you think leadership fits into Higher Education?

Question 1 (Relevance)

2i. How do you see the ethical role of a leader? (e.g. authenticity,
empathy, integrity, concept of sharing)

Question 1 (Relevance)

3a. What do you understand it [emotional intelligence] to mean in
practice?

Question 1 (Relevance)

3b. How do you think it [emotional intelligence] plays out in your
institutional context?

Question 1 (Relevance)

3c. Can you give examples of someone who has shown great
emotional intelligence? And how they demonstrated this emotional
intelligence?

Question 1 (Relevance)

3d. What emotional qualities do you think it’s important for leaders to
have?

Question 2 (Aspects)

3e. Why do you think it’s important for leaders to have these emotional
qualities?

Question 2 (Aspects)

4a. Do you think leadership can be developed?

Question 3
(Development)

4b. What do you understand leadership capacity to be?

Question 2 (Aspects)

4c. What do you think this leadership capacity development
programme [the Distributive Leadership Project] will do for you?

Question 3
(Development)

Table 3.3 Summary of the pre-intervention semi-structured interview questions and the relationship of these
questions to the research questions.
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3.4.1.2

Second Round Interviews

The post-intervention interviews explored participants’ practice, knowledge and
assessment of leadership and emotional intelligence in regard to each person’s
experience of leading in a higher education context. This exploration was
facilitated through consideration and reflection upon an incident that the
individual had encountered during the implementation of his or her action learning
project. Martin et al. (2003) used a similar approach to interview data collection
by inviting participants to focus on a leadership challenge as the basis for their
interview responses and references.
The post-intervention interview questions were designed to gather a perspective of
participants’:


specific critical incident and his or her management of this incident;



practice of leadership in the action learning project;



practice and appreciation of emotional intelligence; and



assumptions and opinions of how emotional intelligence for leadership in a
higher education context can be developed.

Questions were developed by the researcher to examine these perspectives and
inform responses to the first three research questions. Interview questions were
developed to specifically explore particular aspects of each research question.
Table 3.4 provides a summary of the post-intervention interview questions and the
associated research question for which it was designed to investigate. The
descriptions of the critical incident and management of the incident were not used
in regard to the analysis and development of findings to address the research
questions. These preliminary questions were used to assist participants to
contextualise and focus their explanations and communication of information to a
higher education setting. In some cases the incident was sensitive and could
potentially identify a participant. As such, no reference or account of any of the
described incidents is provided to ensure the anonymity and confidentiality of
each individual.
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INTERVIEW QUESTIONS

ASSOCIATED
RESEARCH QUESTION

1. Can you tell me about a critical incident you have encountered in
your work in the last 6 months?
1a. How did you manage this incident?
2. How did you display leadership in this situation?

Question 1 (Relevance)

2a. In what ways might you have managed this incident differently?

Question 1 (Relevance)

2b. What things have contributed to your development of leadership
strategies for managing situations such as this?

Question 3 (Development)

3. Did you use emotional intelligence in managing this incident?

Question 1 (Relevance)

3a. In what ways did you or could you have engaged emotional
intelligence in managing this situation?

Question 2 (Aspects)

4. Did the Distributive Leadership Project assist you in developing
leadership or emotional intelligence strategies that you exercised in
this situation? If so can you provide details of this?

Question 3 (Development)

5. Do you think emotional intelligence competencies are relevant for
leadership in higher education? Why/why not

Question 1 (Relevance)

6. Do you perceive that you have developed emotional intelligence
competencies over the past 9 months?

Question 3 (Development)

6a. Which emotional intelligence competencies do you think you have
developed?

Question 3 (Development)

6b. What has contributed to your development of these emotional
intelligence competencies?

Question 3 (Development)

7. Have you used emotional intelligence in your leadership in a higher
education context?

Question 2 (Aspects)

7a. In what ways did you or could you have used emotional
intelligence in your leadership in a higher education context?

Question 2 (Aspects)

8. Do you perceive that you have developed leadership capacity over
the past 9 months?

Question 3 (Development)

8a. In what ways do you think you have developed leadership
capacity?

Question 3 (Development)

8b. What has contributed to your development of leadership
capacity?

Question 3 (Development)

9. How do you think leadership capacity, for the higher education
context, can best be developed?

Question 3 (Development)

Table 3.4 A summary of the post-intervention semi-structured interview questions and the relationships of
these to the research questions.
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Figure 3.2 provides an overview of the extent to which each of the first three
research questions was addressed across the two semi-structured interviews.
Although research question 2 (Question 2 – Aspects) appears not to have been
addressed as thoroughly as the other research questions, the information resulting
from the analysis and development of findings in response to research question 1
significantly informed the response to research question 2.

12
10
8
6
4
2
0

Pre Interview
Post Interview

RQ 1

RQ 2

RQ 3

Figure 3.2 Distribution of research questions 1-3 across the pre and post semi-structured interviews

3.4.2

MSCEIT Assessment

The Mayer-Salovey-Caruso Emotional Intelligence Test (MSCEIT) was
administered as an online test and used to provide a quantitative measure of
participants’ emotional intelligence. The MSCEIT is a parametric test that was
used as a data collection tool in this study to provide an ability-based
measurement of emotional intelligence against each of the four core abilities
proposed by Mayer and Salovey (1997). Table 3.5 outlines the four abilities and
how each is measured by the MSCEIT (Mayer, Salovey & Caruso 2002).

Current evidence for the MSCEIT (Mayer, Salovey & Caruso 2004; Daus &
Ashkanasy 2005) suggests strong internal consistency reliability. The MSCEIT’s
overall internal consistency reliability has been identified as ranging from 0.90 to
0.96, with branch score reliabilities ranging from 0.76 to 0.98 (Mayer, Salovey &
Caruso 2004). Given that the maximum value of reliability is 1.00, it is evident
that the reliability of the MSCEIT is high. According to Cohen, Manion and
Morrison (2007) this high rating renders the justifiable assumption that the
MSCEIT data and findings are dependable, consistent and can be replicated. The
MSCEIT was chosen for this research study because it was an ability based test
and not a self report tool. The perceived advantage of an ability based instrument
is that there is greater likelihood that the results are objective and verifiable .
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ABILITY

QUESTION TYPES

HOW THE ABILITY MAY BE
USED

TEST
SECTIONS

Accurately identify
emotions of people
and elicited by
objects.

Identify emotions in
faces, landscapes,
and designs

“Read” people’s moods for
feedback

Faces, Pictures

Generate an emotion
and solve problems
with that emotion

How moods impact
thinking, relate
feelings to thoughts

Create the right feeling to
assist in problem solving,
communicate a vision, lead
people

Facilitation,
Sensations

Understand the
causes of emotions

Multiple choice
emotion vocabulary
questions

Be able to predict how people
will emotionally react.

Changes,
Blends

Stay open to
emotions and
integrate emotions
with thinking

Indicate
effectiveness of
various solutions to
problems

Integrate emotion and thought
to make effective decisions

Emotion
Management,
Emotional
Relationships

Table 3.5 Overview of the MSCEIT assessment tool (Mayer, Salovey, & Caruso 2002)

Participants individually completed the MSCEIT, online and in one sitting pre and
post engagement in the Distributive Leadership Project. The MSCEIT
assessments were undertaken in conjunction with the timeframe for the first round
of interviews between January 22 and February 27 2008, immediately prior to the
intervention programme. The post-intervention MSCEIT assessments were
completed by participants after the culmination of the leadership capacity
development programme between November 11 2008 and June 1 2009. The
research participants completed the MSCEIT assessments online at their own
convenience across the timeframes outlined. The completed MSCEIT assessments
were analysed and scored by Multi-Health Systems Incorporated (MHS6) which is
an organisation that is specialised to distribute and analyse these tests. A report
detailing the results from the computerised analysis of participants’ test results
was generated and sent to the researcher within 48 hours of the test being
completed.

Expert scoring was chosen as the method for analysing the test data and
generating the subsequent emotional intelligence test scores. Expert scoring is

6

www.mhsassessments.com
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based on the premise that there is a correct answer to every test question. This
correct answer is produced by aggregating the responses of numerous experts in
emotions (e.g. clinical psychologists, emotions researchers). This method of
scoring is most comparable to that used in cognitive ability tests (Mayer, Caruso
& Salovey 2000; Conte 2005).

The report that MHS provided detailed the results of participants’ MSCEIT
assessment. The information documented in the report included an overall
MSCEIT score, a score for each of the ability areas (identifying emotions, using
emotions, understanding emotions and managing emotions), an experiential area
score (an aggregated summary of results in the identifying emotions and using
emotions ability areas) and a strategic area score (an aggregated summary of
results in the understanding emotions and managing emotions ability areas). A
score range spanning a scale from Improve to Expert was provided as a means of
interpreting the MSCEIT results. The translation of the scores included Improve
which signified that the individual may have some difficulty in the area and as
such would find it beneficial to enhance their associated emotional intelligence
skills and knowledge. Consider Developing which denoted that while the area was
not a strength, the individual may want to consider enhancing their skills in the
area if it was an important part of their daily life. Competent which suggested that
the individual had sufficient skill to perform in the particular area with some
degree of success. Skilled which indicated that the particular area was a strength
for the individual. Expert which implied that the particular area was a highly
developed area of expertise and one that the individual had great potential in.

The MSCEIT was used in relation to addressing research questions 1, 3 and 4,
these being:
Question 1. What is the relevance of emotional intelligence for leadership in a
higher education context?
Question 3. How can emotional intelligence for leadership in a higher education
context be developed?
Question 4: Is there any relevance between job satisfaction and emotional
intelligence or leadership practice in a higher education context?
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Each of the four ability areas were measured through two tasks and each of the
eight tasks comprised item parcels or individual items. The MSCEIT that each
participant completed was a unique test that comprised a selection of 141
questions that had been computer generated from a larger databank of possible
questions. Table 3.6 provides a summary of the MSCEIT.

ABILITY AREA

MEASUREMENT
TASKS

Faces Tasks
Perceiving
Emotions

Using Emotions
to Facilitate
Thought

SPECIFIC TASK OVERVIEW
Consisting of four item parcels with five responses each.
Participants view a series of faces and for each, respond
on a five-point scale, indicating the degree to which a
specific emotion is present in a face

Pictures Tasks

Consisting of six parcels; five responses each. The pictures
task is the same as the faces task, except that landscapes
and abstract designs form the target stimuli and the
response scale consists of cartoon faces (rather than
words) of specific emotions.

Sensations
Tasks

Consisting of five parcels; three responses each.
Respondents generate an emotion and match sensations
to them. For example, they may generate a feeling of envy
and decide how hot or cold it is.

Facilitation Tasks

Consisting of five item parcels; three responses each.
Respondents judge the moods that best accompany or
assist specific cognitive tasks and behaviors, for example,
whether joy may assist planning a party.

Blends Tasks

Consisting of 12 free-standing items. Respondents identify
emotions that could be combined to form other emotions.
They may conclude, for example, that malice is a
combination of envy and aggression.

Changes Tasks

Consisting of 20 free-standing items. Respondents select
an emotion that results from the intensification of another
feeling. For example, they may identify depression as the
most likely consequence of intensified sadness and fatigue.

Understanding
Emotions

Emotion
Management
Tasks

Consisting of five parcels; four responses each.
Respondents in the emotion management task judge the
actions that are most effective in obtaining the specified
emotional outcome for an individual in a story. They are
asked to decide, for example, what a character may do to
reduce his or her anger, or prolong his or her joy.

Emotional
Relationships
Tasks

Consisting of three item parcels; three responses each.
Respondents judge the actions that are most effective for
one person to use in the management of another person's
feelings.

Managing
Emotions

Table 3.6 Summary of the MSCEIT (Mayer, Salovey & Caruso 2002).
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3.4.3

Job Satisfaction Survey

There have been numerous techniques and tools employed to enable the
measurement and assessment of job satisfaction but by far the most popular
approach is the questionnaire (Moorhead & Griffin 1992). For this reason a survey
questionnaire was chosen for this research study as a valid means of exploring the
job satisfaction of case study participants. The job satisfaction survey (See
Appendix 4) that was developed and piloted by the researcher before being
utilised in this research investigation was informed by a comprehensive review of
relevant literature, was. The job satisfaction survey questionnaire was
administered as a questionnaire comprising 24 items organised into three sections.

The first section gathered demographic data including gender, age, university,
years with the institution and leadership role(s). Section two gathered global
ratings of participants’ job satisfaction. A global rating is intended to acquire an
assessment of individuals’ general satisfaction in relation to their job (Robbins et
al. 1998; Rosser & Javinar 2003). Four quantitative questions were devised to
measure this global satisfaction related to individuals’ current role and their
intention to leave/stay in this role. There was also opportunity for participants to
provide qualitative comments to further explain their responses to the four global
satisfaction questions.

Section three focused on assessing and enabling a summation of participants’
satisfaction, in relation to a number of institutional factors. The assessment of
these job related factors provides a sophisticated perception of an individual’s job
satisfaction and enables key institutional elements to be identified and individuals’
satisfaction in relation to each of these key elements to be measured (Robbins et
al. 1998; Rosser & Javinar 2003). The questions that were developed to assess
participants’ institutional satisfaction evolved from a review of relevant
organisational and higher education literature. Table 3.7 highlights the literature
that informed the development of the eleven questions, included in section three
of the job satisfaction survey. A final ‘Comments’ question at the end of section
three provided respondents with an opportunity to add any further information
they wished to communicate.
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INSTITUTIONAL JOB SATISFACTION
SURVEY QUESTIONS

LITERATURE THAT INFORMED THE
DEVELOPMENT OF THE INSTITUTIONAL
JOB SATISFACTION SURVEY QUESTIONS

The mission/vision/value system of the
school/faculty/university is promoted regularly
and consistently.

Herzberg (1968); Bass & Avolio (1992);
Moorhead & Griffin (1992); Spector (1994);
Harman (2001); Houston, Meyer & Paewai
(2006); Bryman (2009)

I see the work I do as challenging and
worthwhile.

Lawler & Porter (1967); Herzberg (1968); Locke
(1969); Lawler & Hall (1970); Moorhead &
Griffin (1992); Harman (2001); Atchison (2003);
Bellamy, Morleya & Watty (2003); Vu (2003);
Donkin (2005); Oldham & Hackman (2005)

There are regular opportunities provided for me
to learn new skills.

Herzberg (1968); Locke (1969); Lawler &Hall
(1970); Bass & Avolio (1992); Moorhead &
Griffin (1992); Atchison (2003); Vu (2003);
Donkin (2005); Houston, Meyer & Paewai
(2006)

There are regular opportunities provided for me
to use a variety of skills and abilities across a
range of tasks.

Harman (2001); Rosser & Javinar (2003);
Oldham & Hackman (2005)

I feel a sense of worth and achievement in the
work I do.

Lawler & Porter (1967); Herzberg (1968); Locke
(1969); Lawler & Hall (1970); Moorhead &
Griffin (1992); Spector (1994); Atchison (2003);
Bellamy, Morleya & Watty (2003); Donkin
(2005); Oldham & Hackman (2005)

Adequate feedback is provided to me on my
performance and contributions to the
school/faculty/university.

Herzberg (1968); Vu (2003); Oldham &
Hackman (2005); Houston, Meyer & Paewai
(2006); Bryman (2009)

I am appropriately recognised for my
performance and contributions to the
school/faculty/university.

Lawler & Porter (1967); Herzberg (1968); Locke
(1969); Bass & Avolio (1992); Moorhead &
Griffin (1992); Spector (1994); Atchison (2003);
Bellamy, Morleya & Watty (2003); Vu (2003);
Donkin (2005); Houston, Meyer & Paewai
(2006)

I am aware of opportunities for my future in the
school/faculty/university including promotion
opportunities that involve more responsibility
and increased status.

Herzberg (1968); Moorhead & Griffin (1992);
Spector (1994); Bellamy, Morleya & Watty
(2003); Houston, Meyer & Paewai (2006)

The environment within which I operate is just
and fair and it is evident that everyone is treated
equally.

Lawler & Porter (1967); Herzberg (1968); Locke
(1969); Bass & Avolio (1992); Spector (1994);
Harman (2001); Bellamy, Morleya & Watty
(2003); Vu (2003); Donkin (2005); Houston,
Meyer & Paewai (2006); Bryman (2009)

There are opportunities for me to socialise with
peers and co-workers.

Herzberg (1968); Moorhead & Griffin (1992);
Spector (1994); Atchison (2003); Bellamy,
Morleya & Watty (2003)
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INSTITUTIONAL JOB SATISFACTION
SURVEY QUESTIONS

LITERATURE THAT INFORMED THE
DEVELOPMENT OF THE INSTITUTIONAL
JOB SATISFACTION SURVEY QUESTIONS

I am fairly compensated.

Herzberg (1968); Locke (1969); Bass & Avolio
(1992); Moorhead & Griffin (1992); Spector
(1994); Atchison (2003); Bellamy, Morleya &
Watty (2003); Rosser & Javinar (2003);
Houston, Meyer & Paewai (2006)

Table 3.7 A summary of the literature that informed the development of specific institutional job satisfaction
survey item questions.

The job satisfaction survey was developed by the researcher and piloted with
individuals who were representative of the sample cohort. Participants
individually completed the job satisfaction survey and responses were coded and
analysed by the researcher. Each participant completed a job satisfaction survey
pre and post engagement in a leadership capacity development programme. The
job satisfaction surveys were administered in conjunction with the timeframe for
the first round of interviews between January and February 2008, immediately
prior to the intervention programme. The post-intervention job satisfaction
surveys were completed by participants after the culmination of the leadership
capacity development programme between September and November 2008. The
research participants completed the job satisfaction surveys at their own
convenience across the timeframes outlined and returned the completed
questionnaires either as an electronic copy by email or a hard copy by facsimile.
An analysis of the job satisfaction survey responses enabled an assessment of
global satisfaction (in relation to the four survey questions) and institutional job
satisfaction for each of the case study participants to be generated.

3.4.4

Schedule of Data Collection

Research data was strategically collected pre and post participants’ engagement in
a leadership capacity development programme at various locations and through
several means. Appendix 5 provides a summary of the schedule of data collection
including details of when and how the data was collected.
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3.4.5

Ethical Considerations

There were several ethical considerations detailed in the ethics application for this
project that was approved by the Human Research Ethics Committee (HREC) at
the University of Wollongong in November 2007 (see Appendix 6). These
considerations were:
1. Details of the research project would be explained to all potential participants
and their voluntary participation in the research sought.
2. Participants even after they had volunteered to be involved in the research
could choose not to participate and withdraw from the study at any time.
3. Data collected would remain confidential and be presented in the form of
aggregated data or anonymous quotations with any potentially identifying
detail removed.
4. Surveys, questionnaires and interviews administered would contain or express
clear statements that participation was voluntary.

Annual ethics reports were lodged detailing ongoing adherence to the ethics
guidelines that had been approved in 2007. Subsequent ethics renewal approvals
were received in 2008, 2009 and 2010. To ensure the anonymity of participants
generic pseudonyms were assigned to each individual (e.g. Ashleigh, Mackenzie,
Skye). Additionally participants were provided the opportunity to review and
modify the transcripts of their interviews. Full transcripts were not made available
to anyone other than the principle researcher. Each participant received a
participant information sheet (see Appendix 3) that provided details about the
project and the anticipated participant involvement that would be required. Each
participant was required to sign a consent form (see Appendix 2) prior to their
involvement in this study.

3.4.6

Role of the Researcher

Throughout this study the researcher held dual roles, both as researcher collecting
and analysing data and also facilitator and co-facilitator of many of the activities
that the participants were involved in with the broader Distributive Leadership
Project. This perspective enabled the researcher to adopt a more comprehensive
and informative lens than would have been possible if relying solely on the data
collected from the interviews, MSCEIT assessment and job satisfaction survey.
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The substantial involvement of the researcher in the Distributive Leadership
Project also availed insights that significantly informed and developed the
researcher’s values, beliefs and assumptions about leadership and the importance
of emotional intelligence for leadership in a higher education context.

However, it is important to note that while this dual role enabled a deeper more
personal perspective on the leadership development of participants and in
particular their development of emotional intelligence awareness and skills, it
could also be perceived as a possible limitation. This limitation stems from the
fact that the researcher, who is a consultant and strong advocate for emotionally
intelligent leadership, may not be as objective as a researcher without this bias.
Throughout this study the researcher was mindful of this potential limitation and
endeavoured to approach particularly the data analysis objectively.

3.5

DATA ANALYSIS

Primary data for this study was interview transcripts that had been transcribed
from digital recordings of interviews conducted by telephone. Secondary data that
was used to extend and further develop findings from the interviews were
MSCEIT assessment scores and job satisfaction ratings. According to Cohen,
Manion and Morrison (2007) qualitative data analysis involves organising and
explaining data in order to make sense of the information through definitions,
themes, patterns and groupings. The analysis of data in this research study focused
on the organisation and explanation of data in order to address the four posed
research questions. An interpretive approach was adopted to organise and explain
the data. Five modes of processing as recommended by Marshall and Rossman
(1989) was undertaken in this interpretive approach, these being:
1. Organising data;
2. Generating categories, themes and patterns;
3. Testing the emergent hypotheses against the data;
4. Searching for alternative explanations of the data; and
5. Writing the report.
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All of the data was imported into QSR International’s NVivo 8 software program.
This program is described by QSR International (2010) as having the capacity to
“handle rich information, where in-depth analysis on both small and large
volumes of data are required.”. The value of computer-assisted prepackaged
software such as NVivo to code and categorise qualitative data is well recognised
particularly in relation to data management (Kvale 1996; Charmaz 2000; Yin
2003).

The coding of the collected data was reflective of that associated with grounded
theory analysis that is it was ongoing, open and emergent (Charmaz 2000; Cohen,
Manion & Morrison 2007). The identified units of meaning that emerged from the
interview data were categorised in NVivo as nodes. Initially these nodes were free
nodes - broad themes that emerged from the data in relation to the research
questions. Throughout the coding process the nodes were developed,
amalgamated, refined and removed to produce parent and sibling nodes that
provided a hierarchical categorisation of the free nodes. Appendix 7 provides an
overview of the nodes that evolved from the emerging themes in the data and
were subsequently used for analysis of the data. The ability and competency views
of emotional intelligence were also categorised as parent and sibling nodes (see
Appendix 8) and were subsequently used in the analysis of data.

The interview transcripts were individually coded according to the nodes detailed
in Appendices 7 and 8. The researcher’s thoughts and observations about the data
were recorded as a memo linked to the relevant node in the NVivo program.
Tables, diagrams and concept maps were used by the researcher to visually assist
deeper understanding and interpretation of the data.

NVivo queries were conducted to generate a comparative frequency analysis of:


Job satisfaction items in relation to emotional intelligence abilities and
competencies;



Elements of the leadership competency framework in higher education and
emotional intelligence abilities and competencies; and



Elements of the leadership competency framework in higher education and job
satisfaction items.

Chapter 3

Page | 107

These queries informed results matrices that were developed, from the gathered
qualitative and quantitative data, to illustrate the comparative relationships and
influences between the three distinct aspects of job satisfaction, emotional
intelligence and the leadership competency framework practices in higher
education.

Quantitative data gathered in this research study - MSCEIT assessment scores and
job satisfaction ratings were analysed using the statistical analysis software
package SPSS. A paired sample t-test was conducted to compare the pre and postintervention MSCEIT assessment scores and job satisfaction ratings and
subsequently identify whether or not emotional intelligence had any impact on the
job satisfaction of participants or vice versa (Statistics Solutions 2009). In
analysing the paired sample t-test results a two tailed measure of 0.05 or less was
considered to be significant and a measure of 0.01 or less highly significant.

3.5.1

How the data was analysed to address each research
question

3.5.1.1

Research Question 1 (RQ1)

RQ1 What is the relevance of emotional intelligence for leadership in a higher
education context?
This research question was concerned with contextualising the relevance of
emotional intelligence for leadership in higher education. Data from the pre and
post intervention interviews related to the interview questions that were associated
with RQ1 (Relevance) in tables 3.4 and 3.5 were coded in NVivo. This coded data
was synthesised and a summary profile of relevant information regarding
leadership and emotional intelligence to address RQ1 was generated for each case
study. From these generated profiles pertinent information was extracted to
provide a case by case synopsis of participant’s perceptions of the:


Affordances of emotional intelligence for leadership in higher education;



Relevance of emotional intelligence abilities and competencies for leadership
in higher education; and



Synergies between Emotional Intelligence abilities and competencies and
leadership styles (e.g. transformational, situational etc.)
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Comparative frequency analyses were also compiled to identify significant
relationships and influences between emotional intelligence abilities and
competencies and the leadership competency framework practices. These
individual synopses and comparative analyses were combined and a summative
perspective of the eleven cases was produced. This summative perspective of the
results informed the subsequent response to RQ1 that is presented in Section 5.2.

3.5.1.2

Research Question 2 (RQ2)

RQ2 What aspects of emotional intelligence should be included in leadership
capacity development initiatives in a higher education context?
This research question is an extension of RQ1 in that the findings of RQ1
informed the generation of a response to RQ2. The articulation of the relevance of
emotional intelligence for leadership in higher education, that was presented in
response to RQ1, was used to inform the development of an inventory of
emotional intelligence aspects that should be included in leadership capacity
development initiatives in higher education. Data from the pre and postintervention interviews related to the interview questions that were associated
with RQ2 (aspects) in Tables 3.4 and 3.5 were coded in NVivo. This coded data
together with the findings from RQ1 were synthesised and a summary overview
of emotional intelligence knowledge, skills, capabilities and outcomes for
leadership in higher education was generated for each case study and then for the
combined group.

This summarised overview of the aspects of emotional intelligence that should be
included in leadership capacity development initiatives in higher education
informed the response to RQ2 that is presented in Section 5.3. Martin et al. (2003)
adopted a similar method of analysis for assessing the relevance of teacher
perceptions of leadership and subject coordinators’ conceptions of leadership in a
particular subject.
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3.5.1.3

Research Question 3 (RQ3)

RQ3 How can emotional intelligence for leadership in a higher education context
be developed?
This research question requires an identification of how emotional intelligence for
leadership in higher education could be developed. Data from the pre and postintervention interviews related to the interview questions that were associated
with RQ3 (Development) in tables 3.4 and 3.5 were coded in NVivo. This coded
data was synthesised and a summary profile of relevant information regarding
leadership capacity development was generated for each case study.

From these generated profiles pertinent information was extracted to provide a
case by case synopsis of the participant’s perceptions of how emotional
intelligence can be developed in higher education. These individual synopses were
then combined and a summative perspective of the eleven cases in regard to how
emotional intelligence in higher education can be developed was produced. This
summative perspective of the results informed the subsequent response to RQ3
that is presented in Section 5.4.

3.5.1.4

Research Question 4 (RQ4)

RQ4 Is there any relevance between job satisfaction and emotional intelligence or
leadership practice in a higher education context?
This research question focused on elucidating whether there was any significant
relationship between job satisfaction and emotional intelligence or job satisfaction
and the leadership competency framework practices. There were a number of
analyses conducted to explore this question. Firstly, qualitative data from the pre
and post-intervention interviews related to the leadership competency framework
practices and quantitative job satisfaction data were coded in NVivo. Queries
were conducted with this coded data and comparative frequencies of the
correlations between the job satisfaction scores and evidence of the leadership
competency framework practices for each case study and then for the combined
group were generated. The results from the queries were tabulated as matrices that
provided a perspective of the relevance of job satisfaction for leadership in higher
education for individuals and the collective group.
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Quantitative data analysis examining the relevance between job satisfaction and
emotional intelligence, as measured by the MSCEIT, was also undertaken. A
paired sample t-test using the statistical analysis software package SPSS was
conducted with the combined quantitative job satisfaction and emotional
intelligence data from all eleven case studies, on the advice from a consultant at
the University of Wollongong Statistical Consulting Service. The paired sample ttest is a test that can be conducted within the SPSS software package that has been
specifically designed to compare variables from the same people. According to
Pallant (2001), the paired sample t-test is ideally used in comparing two related
observations from the same subjects. The most common use of this test is for the
comparison of pre- and post-test scores that are collected before and after the
subjects have engaged in an intervention (Pallant 2001). Consequently, the paired
sample t-test was deemed highly appropriate for analysing the qualitative data
collected in this study.

The quantitative pre and post-intervention MSCEIT assessment and job
satisfaction scores were entered into SPSS. A paired sample t-test was conducted
on this data to identify any significant relationships between the MSCEIT
assessment and job satisfaction scores pre and post-intervention. In analysing the
paired sample t-test results a two tailed measure of 0.05 or less was considered to
indicate a significant relationship between the MSCEIT assessment and job
satisfaction scores and a measure of 0.01 or less was considered to indicate a
highly significant relationship between the MSCEIT assessment and job
satisfaction scores. These significance assessments and the comparative frequency
assessments informed the subsequent response to RQ4 that is presented in Section
5.5.

3.6

VALIDITY AND RELIABILITY

According to Yin (2003) there are four tests that are commonly used to establish
the quality of case study research. These tests relate to construct validity, internal
validity, external validity and reliability. Yin proposes specific strategies that can
be adopted in case study research to address these four tests. In this research study
the approaches that were employed for data collection and analysis were designed
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to address each of the four quality tests outlined by Yin that are detailed in Table
3.8. The facilitation of these strategies in relation to this research project are
further explained in the following Sections 3.6.1 – 3.6.4.

CASE STUDY STRATEGY

PHASE OF RESEARCH IN
WHICH TACTIC OCCURS



Use multiple sources of evidence

Data Collection



Establish chain of evidence

Data Collection



Have key informants review draft
case study report

Composition



Do pattern-matching

Data Analysis



Do explanation-building

Data Analysis



Address rival explanations

Data Analysis



Use logic models

Data Analysis



Use replication logic in multiplecase studies



Use case study protocol

Data Collection



Develop case study database

Data Collection

TEST

Construct Validity

Internal Validity

External Validity

Reliability

Research Design

Table 3.8 Strategies commonly used in case study research to address validity (Ref: Yin 2003, p34)

3.6.1

Construct Validity

Construct validity was addressed in the data collection phase of this research
study and in the composition of interview transcripts. The tactics employed to
address construct validity in this research study were:
1. the collection of multiple sources of evidence including two rounds of
interviews and MSCEIT assessments;
2. the establishment of a chain of evidence where the steps taken in the research
can be traced logically from the questions to the conclusions or from the
conclusions through to the questions; and
3. the research participants were asked to review and validate their respective
interview transcripts prior to data analysis and they were also invited to
provide feedback or make a comment on the results of their MSCEIT
assessments.
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3.6.2

Internal Validity

Internal validity was addressed in the data analysis phase of this research study
through strategies related to pattern-matching, logic and explanation-building. In
analysing the collected data the pattern matching logic that was adopted focused
on the frequent occurrence of patterns across the eleven cases. Where patterns or
associations between the dependent variables were replicated across cases, the
internal validity of the results was strengthened. The dependent variables in this
research study were the leadership competency framework practices (See Section
2.4) and emotional intelligence competencies and abilities (See Section 2.7).

Explanation-building was an integral component of the data analysis phase of this
research study and promoted the internal validity of this case study research
design. Each case study was first analysed in regard to addressing the four
research questions. Subsequent to this primary analysis a general explanation that
encompassed the amalgamated analysis of the eleven individual cases was created
in response to the four research questions. The gradual formation of explanations
to address the four research questions evolved through an iterative process of
refining and testing suppositions as the findings of each case study were
considered.

3.6.3

External Validity

External validity was addressed in the research design of this study. The case
studies drew participants from three different settings and encompassed a range of
demographic qualities as detailed in 3.3.1. By involving participants from
different institutions the findings become generalisable beyond just one university
to a wider higher education context. Theories that were generated from the
findings of one case study were tested against the findings in subsequent case
studies. Replication of findings in numerous cases strengthened and validated the
resulting theories.
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3.6.4

Reliability

Reliability of the case studies was addressed in the specific and precise
documentation and subsequent validation by participants of the interview
transcripts, in the use of case study protocols and as a result of the development of
a case study database. Case study protocols were developed to provide a guide for
investigating each of the eleven case studies and to ensure that consistency and
impartiality in the management and investigation of each case study was
maintained. The fundamental protocol adopted for this research investigation was
the consistent coding categories and assignment of these categories across the
collected qualitative and quantitative data.

The case study database that was used to formally record information that was
gathered throughout each of the case study investigations contributed to the
reliability of the data collected. This database enabled all of the raw data and
subsequent findings to be clearly documented and retrieved during data analysis.

3.7

LIMITATIONS OF THE STUDY

Generalisabilty is always an issue of concern for case study research however,
given that the case study component of this research will be investigating a broad
range of contexts and people any consistencies in the results across the cases will
enhance the claim that the research results are able to be generalised.

Another limitation of this study was the use of the MSCEIT to provide an
assessment of each participant’s emotional intelligence. The MSCEIT is designed
to measure emotional intelligence abilities as outlined by Mayer and Salovey
(1997). However, investigations of the relevance of emotional intelligence for
leadership in higher education explored both emotional intelligence abilities and
competencies. Given the fact that there was no explicit measurement of
participants’ emotional intelligence competencies the use of the MSCEIT was a
limitation of this investigation. It should be noted however, that the MSCEIT
results were not used as a principle source of data in the development of theories
and answers to address the four research questions.
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As mentioned previously another potential limitation was the dual role held by the
researcher. The researcher is a consultant on the topic of emotional intelligence
and therefore has a good understanding of and enthusiasm for the topic. However,
this could also be a limitation if the researcher is somewhat less objective in the
collection and analysis of data because of her enthusiasm for the topic.
Throughout this study the researcher was mindful of the potential for bias that her
dual role could beget and strived to ensure that she was objective at all times,
particularly in regard to data analysis.

Despite these limitations, the mixed mode multiple case study approach adopted
in this research investigation was highly appropriate for exploring the research
questions guiding this study. Similarly the data collection and analysis strategies
employed in this research investigation were reliable and valid.
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CHAPTER FOUR:
CASE STUDY FINDINGS

4.1

Chapter Overview and Introduction

This chapter presents the detailed findings from the eleven case studies that are
fundamental to this research investigation. Pre and post interview transcripts,
emotional intelligence test scores, and job satisfaction surveys were analysed to
identify emergent themes addressing the four research questions. Figure 4.1
provides an overview of this chapter.

Figure 4.1 Chapter 4 overview
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4.2
4.2.1

Case Study 1

Introduction

Case Study 1 (Joanne) is a female academic aged between 45-54 years who has
been working in her current institution, a large non-metropolitan multi-campus
university in New South Wales Australia for 5-9 years. Table 4.1 provides details
about Joanne in relation to her professional background, current working context
and leadership experience.

CATEGORY

DETAILS

Background

Joanne has predominantly worked in the private sector, recently moving into the
university sector for family reasons. Joanne initially held part time general staff positions
in the university she is currently employed, before accepting a full-time academic
position. Joanne has Masters level qualifications

Leadership
Experience

In an industry based context, Joanne has experience in managing the daily activities of
an office and staff (20-100 people depending on the role) including having responsibility
for achieving set corporate goals, objectives and performance indicators. In the university
setting Joanne has been responsible for leading and influencing change across
hierarchical levels of the university system.

Current
Professional
Context

Coordinator of Post-graduate programme, Full-time employed academic.

Table 4.1 Joanne’s general characteristics

4.2.2

Relevance of Emotional Intelligence for Leadership in Higher
Education

Joanne was strongly supportive of the importance of emotional intelligence for
leadership in higher education stating:
I really think that to be a good leader you’ve got to have good
emotional intelligence so I think that would be intrinsic to a
leadership programme. (Joanne, Post-Intervention Interview).

Joanne identified empathy, authenticity, transparency, honesty and integrity as the
affordances of emotional intelligence for leadership in higher education. Joanne
associated both emotional intelligence competencies and abilities as relevant
constructs for three of the leadership competency framework practices:


Providing a clear sense of direction and/or strategic vision;
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Creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set; and



Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model.

Emotional intelligence competencies, particularly the social competencies of
social awareness and social skills, were identified by Joanne as most applicable to
leadership in higher education. Table 4.2 provides an overview of the emotional
intelligence competencies, abilities and leadership practices that Joanne identified
as relevant for effective leadership in higher education.

RELEVANT
EMOTIONAL
INTELLIGENCE
COMPETENCIES

LEADERSHIP
COMPETENCY
FRAMEWORK PRACTICES
Providing a clear sense of
direction and/or strategic
vision

Creating and fostering a
positive collaborative work
environment where staff
support and facilitate the
direction set

Having integrity and
credibility, being considerate,
trustworthy and empathetic,
treating staff fairly and acting
as a role model

►

Self Management

►

Social Awareness

►

Social Skills

►

Self Awareness

►

Self Management

►

Social Awareness

►

Social Skills

►

Self Awareness

►

Self Management

►

Social Awareness

RELEVANT EMOTIONAL
INTELLIGENCE ABILITIES

►

Emotional Facilitation of Thinking

►

Perceiving, Appraising and
Expressing Emotions

►

Emotional Facilitation of Thinking

►

Understanding and Analysing
Emotions to enable utilisation of
Emotional Knowledge

►

Regulating and Managing
Emotions

►

Understanding and Analysing
Emotions to Enable Utilisation of
Emotional Knowledge

Table 4.2 The emotional intelligence competencies, abilities and leadership practices that Joanne identified
as relevant for effective leadership in higher education .

Joanne in describing practical manifestations of emotional intelligence
competencies and abilities identified traits of the transformational style of
leadership as most applicable for effective leadership in higher education.
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4.2.3

Developing Emotional Intelligence for Leadership in Higher
Education

Joanne identified the emotional intelligence competencies of self management and
social awareness as the most applicable emotional intelligence constructs to be
developed for effective leadership in higher education. Joanne identified that
emotional intelligence for leadership in a higher education context can best be
developed through authentic tasks that provide opportunities for practicing
emotional intelligence in an authentic context and in which regular reflective
practice is employed. She highlighted the importance of generating an awareness
and understanding of emotional intelligence and its relevance in a leadership
context. As such Joanne suggested that leadership capacity in a higher education
context should include formal professional development activities and initiatives
that elucidate the rationale and importance of emotional intelligence for
leadership.

4.2.4

Job Satisfaction and Emotional Intelligence

Joanne’s job satisfaction responses indicate that she is generally satisfied with her
current role and the university she works for. Her intention to stay at her current
institution and in her present role is largely dependent on promotion opportunities
and her ongoing level of satisfaction. Figure 4.2 provides a comparison of
Joanne’s job satisfaction scores pre and post engagement in a leadership capacity
development programme. These scores indicate that overall Joanne didn’t
encounter a significant change in job satisfaction, however, there was an increase
in the amount of time Joanne felt satisfied in her current role, from the pre to the
post-intervention surveys. After engagement in the leadership capacity
development programme Joanne’s post job satisfaction survey indicated that she
had greater awareness and understanding of the opportunities for progression and
promotion. In addition, Joanne’s post job satisfaction survey indicated a decrease
in her satisfaction, in the recognition she receives and the equity and fairness
exercised in the environment within which she operates. There was also an
indication in the pre satisfaction survey that Joanne perceives senior leaders to
whom she reports have been inadequate. However, this is not evident in the post
satisfaction survey.
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Overall Institutional Satisfaction
In Role in Future
Post‐Score

Changing Current Role

Pre‐Score
Feeling about Role
Time Satisfied in Role
0

1

2

3

4

Figure 4.2 Comparison of Joanne’s job satisfaction pre and post-intervention scores

Joanne scored a ‘Competent’ rating in each of the items in the MSCEIT
assessment and a ‘Skilled’ rating for the pre MSCEIT understanding emotions
ability score. This result suggests that Joanne is adequately skilled in emotional
intelligence, able to successfully identity emotions in herself and in others, and
that her perception and understanding of emotions is often, though not always,
accurate. Figure 4.3 provides a comparison of Joanne’s pre and post emotional
intelligence scores as determined by the MSCEIT. Across all of the emotional
intelligence items there was only one change in Joanne’s scores and that was in
the understanding emotions ability score in which Joanne went from a ‘Skilled’
score in the pre MSCEIT to a ‘Competent’ score in the post MSCEIT.
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Managing Emotions
Understanding Emotions
Using Emotions
Post‐Intervention

Perceiving Emotions

Pre‐Intervention

Strategic Area
Experiential Area
Total Score
0
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4

Figure 4.3 Comparison of Joanne’s emotional intelligence pre and post-intervention scores

4.3
4.3.1

Case Study 2

Introduction

Case Study 2 (Belinda) is a female academic aged between 45-54 years who has
been working in her current institution, a second-tier metropolitan multi-campus
university in Victoria Australia for 10-14 years. Table 4.3 provides details about
Belinda in relation to her professional background, current working context and
leadership experience.

CATEGORY

DETAILS

Background

Belinda has always worked in the education sector predominantly teaching
languages. She has held positions in primary, secondary, post-secondary and
tertiary institutions both in Australia and overseas. Belinda has taught on a parttime basis in four tertiary institutions before acquiring a full-time position in her
current university. Belinda has PhD level qualifications.

Leadership
Experience

Belinda has been the Director of a private college with responsibility for managing
government funded programmes, a programme year coordinator with responsibility
for up to ten casual staff and 300 students and a programme coordinator of a
language department with responsibility for the management and operation of the
entire department.

Current
Professional
Context

Programme Coordinator Spanish, Unit Coordinator of various subjects, Full-time
employed academic.

Table 4.3 Belinda’s general characteristics
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4.3.2

Relevance of Emotional Intelligence for Leadership in Higher
Education

Belinda recognised that emotional intelligence is important for leadership in
higher education identifying the need for emotional intelligence particularly in
regard to managing people. Belinda identified empathy, being able to interpret the
emotions of others and the ability to accurately express emotions as the
affordances of emotional intelligence for leadership in higher education. Belinda
identified only emotional intelligence competencies, particularly the social
competencies of social awareness and social skills, as relevant constructs for
leadership in higher education in relation to three of the leadership competency
framework practices:


Creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set;



Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model; and



Communicating developments and providing constructive feedback on
performance.

Table 4.4 provides an overview of the emotional intelligence competencies and
leadership practices that Belinda identified as relevant for effective leadership in
higher education.

LEADERSHIP COMPETENCY FRAMEWORK
PRACTICES

RELEVANT EMOTIONAL INTELLIGENCE
COMPETENCIES
►

Self Management

►

Social Awareness

►

Social Skills

Having integrity and credibility, being
considerate, trustworthy and empathetic, treating
staff fairly and acting as a role model

►

Social Awareness

Communicating developments and providing
constructive feedback on performance

►

Social Skills

Creating and fostering a positive collaborative
work environment where staff support and
facilitate the direction set

Table 4.4 The emotional intelligence competencies and leadership practices that Belinda identified as
relevant for effective leadership in higher education.
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Belinda in describing practical manifestations of emotional intelligence
competencies identified traits of transformational leadership as most applicable
for effective leadership in higher education.

4.3.3

Developing Emotional Intelligence for Leadership in Higher
Education

Belinda identified only emotional intelligence competencies as relevant to
leadership in higher education. Belinda highlighted the need for leadership
capacity development initiatives to raise awareness about emotional intelligence
and develop emotional intelligence skills through specific training activities.
Belinda also noted the importance of authentic learning that transpires in activities
that have real world relevance and provide the opportunity for reflection as a
viable means of developing leadership in a higher education context with
comments such as:
Let them do, go and do everything yourself. In yourself doing is the
solution if you do you learn, you learn by doing. You’ve got doing and
reflecting on how you did. (Belinda, Post-Intervention Interview)

4.3.4

Job Satisfaction and Emotional Intelligence

Belinda indicated that she was satisfied most of the time and that she liked her
current role. Figure 4.4 provides a comparison of Belinda’s job satisfaction scores
pre and post engagement in a leadership capacity development programme. These
scores indicate that overall Belinda didn’t encounter a significant change in her
role satisfaction. However, Belinda’s intention to stay with her institution and in
her current role increased in duration from planning to leave as soon as possible to
staying for 3-5 years. Qualitative comments in the pre-satisfaction survey
indicated Belinda was disillusioned with the university system in which she
operated:
I feel lost in the system and quite invisible. I feel that in university one
makes very slow progress. Change is slow. I have too much admin and
the [name provided] department I am in does not bring in ARC grants
so the writing is on the wall I had better leave before we are closed.
We have no academic leadership the senior staff that have left have
not been replaced so apart from no ARC we have no PhD students
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either. It is a downward spiral. (Belinda, Pre-Intervention Job
Satisfaction Survey)

Belinda’s intentions for the future, communicated in the pre-intervention job
satisfaction survey, were that she would leave her current institution and look for
a position in an entirely different organisation:
Perhaps researching in a language testing research centre or teaching
effective communication in an academic ESL support unit for Medical
students. (Belinda, Pre-Intervention Job Satisfaction Survey)

Belinda’s institutional job satisfaction responses in the pre-intervention survey
point toward her discontent with her institution. However, this dissatisfaction,
evident in the pre-intervention survey, subsided somewhat in the post-intervention
survey with Belinda indicating that she intended to stay in her university but move
to another role to progress and develop new skills. Belinda’s overall institutional
job satisfaction significantly increased between the pre and post-intervention
surveys, with survey responses notably indicating her increased satisfaction with
her institution.

Overall Institutional Satisfaction
In Role in Future
Post‐Score

Changing Current Role

Pre‐Score
Feeling about Role
Time Satisfied in Role
0

1

2

3

4

Figure 4.4 Comparison of Belinda’s job satisfaction pre and post-intervention scores

Belinda scored a ‘Competent’ rating in only two of the items in the preintervention MSCEIT assessment (Strategic Area score and Understanding
Emotions ability score). In all of the other MSCEIT scores she rated ‘Consider
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Developing’ (Total Score, Experiential Area, Perceiving Emotions, Using
Emotions and Managing Emotions). This pre-intervention result suggested that
Belinda needed to develop the accuracy of her emotional perceptions and the
effectiveness of her emotional based decisions. In contrast Belinda’s postintervention MSCEIT assessment scores all rated at least ‘Competent’ (Strategic
Area, Perceiving Emotions, Understanding Emotions and Managing Emotions) or
in three cases ‘Skilled’ (Total Score, Experiential Area and Using Emotions). This
post-intervention result indicates that Belinda had developed proficient awareness
of emotions in herself and others and was capable of accurately perceiving and
understanding emotion. Figure 4.5 provides a comparison of Belinda’s emotional
intelligence scores as determined by the MSCEIT. There was a significant and
notable change in Belinda’s Total Score, Experiential Area and Using Emotions
results between the pre and post intervention assessments. In Belinda’s case there
was a positive increase in both job satisfaction and emotional intelligence from
the pre to the post intervention assessments.

Managing Emotions
Understanding Emotions
Using Emotions
Post‐Intervention

Perceiving Emotions

Pre‐Intervention

Strategic Area
Experiential Area
Total Score
0
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4

Figure 4.5 Comparison of Belinda’s emotional intelligence pre and post-intervention scores
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4.4
4.4.1

Case Study 3

Introduction

Case Study 3 (Jacqueline) is a female academic aged between 35-45 years who
has been working in her current institution, a metropolitan single campus
university in South Australia, Australia for 10-14 years. Table 4.5 provides details
about Jacqueline in relation to her professional background, current working
context and leadership experience.

CATEGORY

DETAILS

Background

Jacqueline worked in an industry based role for a year before taking up a position as an
academic in the school in which she studied. Jacqueline commenced working as an
academic on a part-time basis before securing a full-time position. She has worked in a
number of different universities across three states in Australia. Jacqueline has PhD
level qualifications.

Leadership
Experience

Jacqueline has held a number of leadership positions in the universities she has worked
in including the Chair of committees convened to manage, facilitate or progress specific
initiatives and activities in the School, editor of a journal vetting and choosing articles for
publication and formal departmental positions with responsibility for students’ progress
and managing student issues.

Current
Professional
Context

Associate Dean (Teaching and Learning), Full-time employed academic, promoted to
Professor towards the end of her engagement in the Distributive Leadership Project.

Table 4.5 Jacqueline’s general characteristics

4.4.2

Relevance of Emotional Intelligence for Leadership in Higher
Education

Jacqueline endorsed the importance of emotional intelligence for leadership in
higher education. She acknowledged that empathy, motivation, accurate self
assessment, positive interpersonal relationships and the ability to recognise and
manage emotions were the affordances of emotional intelligence for leadership in
higher education. Jacqueline identified emotional intelligence abilities and
competencies, particularly those related to self management, as relevant constructs
for four of the leadership competency framework practices:


Providing a clear sense of direction and/or strategic vision;



Creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set;
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Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model; and



Communicating developments and providing constructive feedback on
performance.

Table 4.6 provides an overview of the emotional intelligence competencies,
abilities and leadership practices that Jacqueline identified as relevant for
effective leadership in higher education.

LEADERSHIP COMPETENCY
FRAMEWORK PRACTICES

Providing a clear sense of direction
and/or strategic vision

Creating and fostering a positive
collaborative work environment
where staff support and facilitate
the direction set
Having integrity and credibility,
being considerate, trustworthy and
empathetic, treating staff fairly and
acting as a role model
Communicating developments and
providing constructive feedback on
performance

RELEVANT EMOTIONAL
INTELLIGENCE
COMPETENCIES
►

Self Awareness

►

Self Management

►

Social Skills

►

Self Management

►

Social Awareness

►

Social Skills

►

Self Management

►

Social Awareness

►

Self Management

►

Social Awareness

►

Social Skills

RELEVANT EMOTIONAL
INTELLIGENCE ABILITIES

►

Emotional Facilitation of Thinking

►

Understanding and Analysing
Emotions to enable utilisation of
Emotional Knowledge

►

Regulating and Managing Emotions

Table 4.6 The emotional intelligence competencies, abilities and leadership practices that Jacqueline
identified as relevant for effective leadership in higher education.

Jacqueline in describing practical manifestations of emotional intelligence
competencies identified traits of the distributive and transformational styles of
leadership as most applicable for leadership in a higher education context.
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4.4.3

Developing Emotional Intelligence for Leadership in Higher
Education

Jacqueline identified the emotional intelligence competency of self management
as most applicable emotional intelligence construct to be developed for leadership
in higher education. Jacqueline described aspects of authentic learning,
particularly the opportunity to investigate and examine complex tasks from
different perspectives, as an effective means of developing emotional intelligence
for leadership in higher education.

4.4.4

Job Satisfaction and Emotional Intelligence

Generally Jacqueline is satisfied with her current role and not eager to change it
for any other role. Jacqueline’s broad intention is to seek promotion opportunities
within her current institution. Figure 4.6 provides a comparison of Jacqueline’s
job satisfaction scores pre and post engagement in a leadership capacity
development programme. These scores indicate that overall Jacqueline didn’t
encounter a significant change in job satisfaction. However, across the two
surveys there was a decrease in the amount of time Jacqueline was satisfied in her
current role and the length of time she saw herself staying in this role in the future.
Interestingly though, Jacqueline expressed less interest in the post intervention
survey in changing her current role. There was also a significant increase in
Jacqueline’s awareness of opportunities for promotion and a decrease in her
satisfaction with how the mission/vision/value system of the
school/faculty/university is promoted. A qualitative comment possibly explaining
this shift was:
I got promoted last year, so naturally I feel that my contribution to the
university is valued. However I have also had experiences leaving me
feeling that the university could be doing a lot more to support staff
when the chips are down, when things aren't going so well in this or
that area. Especially if the source of the difficulty lies in University
policies and processes. I think that in its present phase this University
is putting way too much effort into getting awards for people who are
teaching well, and not nearly enough supporting and training those
who have difficulties in that area. (Jacqueline, Post-Intervention Job
Satisfaction Survey)
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Overall Institutional Satisfaction
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Figure 4.6 Comparison of Jacqueline’s job satisfaction pre and post-intervention scores

Figure 4.7 provides a comparison of Jacqueline’s emotional intelligence scores as
determined by the MSCEIT pre and post engagement in a leadership capacity
development programme. In the pre-intervention assessment Jacqueline scored a
‘Competent’ rating in three of the items (Total Score, Strategic Area and Using
Emotions) a ‘Consider Developing’ rating in three of the items (Experiential Area,
Perceiving Emotions and Managing Emotions) and a ‘Skilled’ rating for the
Understanding Emotions item. While there was a decline in Jacqueline’s Total
Score and Using Emotions score from the pre-intervention to the post-intervention
assessment, decreasing from ‘Competent’ to ‘Consider Developing’ all of her
other scores remained constant across the two assessments scoring either a
‘Consider Developing’ (Experiential Area, Perceiving Emotions and Managing
Emotions), ‘Competent’ (Strategic Area) or ‘Skilled’ rating (Understanding
Emotions). Jacqueline’s pre MSCEIT results suggest that while she is aware of
emotions in herself and in others that she needs to develop her perception and
understanding of emotions. Jacqueline’s post MSCEIT results indicate that the
accuracy of her emotional perceptions and the effectiveness of her emotion-based
decisions may not always be precise.
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Figure 4.7 Comparison of Jacqueline’s emotional intelligence pre and post-intervention scores

4.5
4.5.1

Case Study 4

Introduction

Case Study 4 (Noreen) is a female academic aged between 45-54 years who has
been working in her current institution, a second-tier metropolitan multi-campus
university in Victoria Australia for 20 years. Table 4.7 provides details about
Noreen in relation to her professional background, current working context and
leadership experience.

CATEGORY

DETAILS

Background

Noreen has always worked in the higher education sector starting in a junior position
delivering practical curriculum in the school in which she studied. Noreen moved to her
current university in 1986 and held a research position there until she took leave for
family reasons. Returning to the workforce after a two year break, Noreen took up first a
part-time role delivering practical curriculum and then a job-share position assuming
shared management of undergraduate teaching at an introductory level, developing new
initiatives and rewriting the undergraduate curriculum. For the last six or seven years
Noreen has evolved from a curriculum developer to assuming responsibilities for
administration, management and leadership in her department, school and Faculty.
Noreen has PhD level qualifications

Leadership
Experience

Noreen has been a subject and course coordinator and managed faculty programmes.
This has required her to manage, organise and evaluate teaching and teaching staff, and
ensure that there is accountability across the programmes. Noreen has also undertaken
leadership in teaching and curriculum related projects which has subsequently led to
more involvement in management and leadership in her department and school.
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CATEGORY

DETAILS

Current
Professional
Context

Coordinator of units and courses, mentor to junior staff, Associate Dean (Academic) for
the Faculty, Full-time employed academic.

Table 4.7 Noreen’s general characteristics

4.5.2

Relevance of Emotional Intelligence for Leadership in Higher
Education

Noreen was strongly supportive of the importance of empathy in the context of
emotional intelligence for leadership in higher education:
I don’t think there’s A set of emotional qualities or A characteristic or
A level of something that every leader has to have. Individual
differences I think should be celebrated rather than seen as a problem
but if you can’t empathise with people, if you can’t place yourself in
somebody else’s shoes then you can’t be an effective leader you can’t
see what the best way forward is for that person individually and for
the group as a whole. (Noreen, Pre-Intervention Interview)

Noreen identified empathy, the ability to recognise and manage emotions, honesty
and integrity as the affordances of emotional intelligence for leadership in higher
education. Noreen associated emotional intelligence competencies and abilities as
relevant constructs for three of the leadership competency framework practices:


Providing a clear sense of direction and/or strategic vision;



Creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set; and



Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model.

Table 4.8 provides an overview of the emotional intelligence competencies,
abilities and leadership practices that Noreen identified as relevant for effective
leadership in higher education.
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RELEVANT
EMOTIONAL
INTELLIGENCE
COMPETENCIES

LEADERSHIP
COMPETENCY
FRAMEWORK PRACTICES
Providing a clear sense of
direction and/or strategic
vision
Creating and fostering a
positive collaborative work
environment where staff
support and facilitate the
direction set
Having integrity and
credibility, being considerate,
trustworthy and empathetic,
treating staff fairly and acting
as a role model

►

Self Awareness

►

Social Skills

►

Self Management

►

RELEVANT EMOTIONAL
INTELLIGENCE ABILITIES

►

Perceiving, Appraising and
Expressing Emotions

Social Awareness

►

Emotional Facilitation of Thinking

►

Social Skills

►

Regulating and Managing
Emotions

►

Self Management

►

Emotional Facilitation of Thinking

►

Social Awareness

►

Regulating and Managing
Emotions

Table 4.8 The emotional intelligence competencies, abilities and leadership practices that Noreen identified
as relevant for effective leadership in higher education.

Noreen in describing practical manifestations of emotional intelligence
competencies identified traits of the distributive and transformational styles of
leadership as most applicable for leadership in a higher education context.

4.5.3

Developing Emotional Intelligence for Leadership in Higher
Education

Noreen identified the emotional intelligence competencies of social awareness and
social skills and the ability to regulate and manage emotions as most applicable
for leadership in higher education. Noreen identified authentic learning that is
enabled through activities that have real world relevance and training initiatives
that elucidate specific emotional intelligence skills, competencies and abilities as
the most effective means of developing emotional intelligence for leadership in a
higher education context.
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4.5.4

Job Satisfaction and Emotional Intelligence

Noreen is satisfied most of the time and likes her current role. She is looking for
opportunities to advance her career in her current institution and considers
pursuing educational research as the best way to do this. Figure 4.8 provides a
comparison of Noreen’s job satisfaction scores pre and post engagement in a
leadership capacity development programme. These scores indicate that Noreen
didn’t encounter any change in her level of job satisfaction across the duration of
the programme.

Overall Institutional Satisfaction
In Role in Future
Post‐Score

Changing Current Role
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Time Satisfied in Role
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Figure 4.8 Comparison of Noreen’s job satisfaction pre and post-intervention scores

Figure 4.9 provides a comparison of Noreen’s emotional intelligence scores as
determined by the MSCEIT pre and post engagement in a leadership capacity
development programme. In the pre-intervention MSCEIT assessment Noreen
scored a ‘Competent’ rating in five of the seven test items (Total Score,
Experiential Area, Strategic Area, Understanding Emotions and Managing
Emotions), her Using Emotions score rated as ‘Consider Developing’ and she
scored a ‘Skilled’ rating for Perceiving Emotions. In the post intervention
MSCEIT assessment Noreen maintained a ‘Competent’ rating in three of the test
areas (Total Score, Experiential Area and Managing Emotions) and she improved
her rating in three test areas, Strategic Area and Understanding Emotions from
‘Competent’ to ‘Skilled’ and Using Emotions from ‘Consider Developing’ to
‘Competent’. However, there was a decline in Noreen’s score for Perceiving
Emotions from ‘Skilled’ to ‘Competent’ between the pre and post-intervention
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MSCEIT tests. Despite these variances, both Noreen’s pre and post-intervention
MSCEIT test scores suggest that overall she is aware of emotions in herself and in
others, and that her perception and understanding of emotions is often, though not
always, accurate.
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Figure 4.9 Comparison of Noreen’s emotional intelligence pre and post-intervention scores

4.6
4.6.1

Case Study 5

Introduction

Case Study 5 (Ashleigh) is a female academic aged between 35-44 years who has
been working in her current institution, a large non-metropolitan multi-campus
university in New South Wales, Australia, for 10-14 years. Table 4.9 provides
details about Ashleigh in relation to her professional background, current working
context and leadership experience.

CATEGORY

DETAILS

Background

Ashleigh has worked as a professional performer and taught students privately in the
area of her discipline. Ashleigh has studied in her performance area and held a Full
Bright Scholarship that saw her studying overseas for 3 years. She has coordinated a
performance subject in her current university for a number of years assuming
responsibility for developing and progressing a skills-based programme across three
year levels and organising and managing 5 casual lecturers. Ashleigh has Masters level
qualifications and is currently working towards PhD level qualifications .
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CATEGORY

Leadership
Experience

Current
Professional
Context

DETAILS
Ashleigh was accepted into an International Women’s Leadership Scholarship
programme which involved her in mentoring other performers. However, Ashleigh has
not assumed any management or leadership roles in the higher education sector stating:
“I’m not a Senior Lecturer and I haven’t gone for any promotions I’m not that interested in
that kind of leadership. I might be changing a bit now but up until now I haven’t been that
interested in leadership that leads me more towards administrative stuff and sitting on
lots of committees.” (Ashleigh, Pre-Intervention Interview).
Subject coordinator and Full-time employed academic however, went on maternity leave
two-thirds of the way through this research study.

Table 4.9 Ashleigh’s general characteristics

4.6.2

Relevance of Emotional Intelligence for Leadership in Higher
Education

Ashleigh recognised the importance of emotional intelligence for leadership in
higher education particularly in relation to staff retention with the substantiating
comment:
I think that when people use the concepts of emotional intelligence
then what they are doing is strengthening the team that they work in
rather than dividing them and I think that if you do that then you’re
just making everything stronger and you also increase the goodwill of
people to do a bit extra. ... if you alienate them by constantly upsetting
things then people start to pull away and try to find new jobs and you
could have a workforce that is constantly changing with people just
trying to get away. (Ashleigh, Post-Intervention Interview).

Ashleigh identified empathy, self confidence, self control, the ability to manage
emotions, and integrity as the affordances of emotional intelligence for leadership
in higher education. Ashleigh associated emotional intelligence competencies and
abilities as relevant constructs for three of the leadership competency framework
practices:


Providing a clear sense of direction and/or strategic vision;



Creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set; and



Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model.
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The Emotional intelligence competencies were identified by Ashleigh as most
applicable to leadership in higher education. Table 4.10 provides an overview of
the emotional intelligence competencies, abilities and leadership practices that
Ashleigh identified as relevant for effective leadership in higher education.

RELEVANT
EMOTIONAL
INTELLIGENCE
COMPETENCIES

LEADERSHIP
COMPETENCY
FRAMEWORK PRACTICES
Providing a clear sense of
direction and/or strategic
vision
Creating and fostering a
positive collaborative work
environment where staff
support and facilitate the
direction set
Having integrity and
credibility, being considerate,
trustworthy and empathetic,
treating staff fairly and acting
as a role model

►

Self Management

►

Social Awareness

►

Social Skills

►

Self Management

►

Social Awareness

►

Social Skills

►

Self Management

►

Social Skills

RELEVANT EMOTIONAL
INTELLIGENCE ABILITIES

►

Understanding and Analysing
Emotions to Enable Utilisation of
Emotional Knowledge

►

Regulating and Managing
Emotions

Table 4.10 The emotional intelligence competencies, abilities and leadership practices that Ashleigh
identified as relevant for effective leadership in higher education.

Ashleigh in describing practical manifestations of emotional intelligence
competencies and abilities identified traits of transformational and distributive
leadership as most applicable for leadership in higher education.

4.6.3

Developing Emotional Intelligence for Leadership in Higher
Education

Ashleigh identified the emotional intelligence competency of social awareness
and the ability to regulate and manage emotions as the most applicable emotional
intelligence constructs to be developed for leadership in higher education.
Ashleigh identified authentic learning that allows for competing solutions and a
diversity of outcomes as an effective means of developing emotional intelligence
for leadership in higher education.
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4.6.4

Job Satisfaction and Emotional Intelligence

Ashleigh is satisfied and likes her current role most of the time she indicates that
she is not eager to change her current role but would for a better position at her
institution. Figure 4.10 provides a comparison of Ashleigh’s job satisfaction
scores pre and post engagement in a leadership capacity development programme.
These scores indicate that overall Ashleigh didn’t encounter a significant change
in job satisfaction. However, across the two surveys Ashleigh’s intention to stay
in her current role decreased from indefinitely to 3-5 years. A significant decrease
in Ashleigh’s overall institutional job satisfaction provides a possible explanation
for this change in her intention to stay in her current role. Ashleigh’s overall
institutional dissatisfaction, in the post-intervention satisfaction survey, is
reinforced in the significant decreases she has noted across a number of the
institutional job satisfaction items including:


The mission/vision/value system of the school/faculty/university is promoted
regularly and consistently;



There are regular opportunities provided for me to learn new skills;



There are regular opportunities for me provided to use a variety of skills and
abilities across a range of tasks;



I feel a sense of worth and achievement in the work I do;



Adequate feedback is provided to me on my performance and contributions to
the school/faculty/university;



I am appropriately recognised for my performance and contributions to the
school/faculty/university;



The environment within which I operate is just and fair and it is evident that
everyone is treated equally; and



I am fairly compensated.

These significant decreases suggest that Ashleigh became quite disillusioned with
the environment within which she operated between the pre and post intervention
surveys.
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Figure 4.10 Comparison of Ashleigh’s job satisfaction pre and post-intervention scores

Figure 4.11 provides a comparison of Ashleigh’s emotional intelligence scores as
determined by the MSCEIT pre and post engagement in a leadership capacity
development programme. The majority of Ashleigh’s pre-intervention MSCEIT
scores were rated ‘Consider Developing’ (Total Score, Experiential Area,
Perceiving Emotions, Using Emotions and Understanding Emotions). Only the
Strategic Area rated ‘Competent’ and Managing Emotions rated ‘Skilled’ in the
pre-intervention MSCEIT assessment. This pre-intervention MSCEIT result
suggests that the accuracy of Ashleigh’s emotional perception and the
effectiveness of her emotion based decisions need enhancing. Ashleigh’s postintervention MSCEIT scores increased across all but one of the emotional
intelligence items from ‘Consider Developing’ to ‘Competent’ in the Total Score,
Experiential Area and Perceiving Emotions items; ‘Consider Developing’ to
‘Skilled’ in the Using Emotions and Understanding Emotions items; and
‘Competent’ to ‘Skilled’ in the Strategic Area item. The Managing Emotions score
remained at a skilled level across both the pre and post-intervention tests. These
post-intervention scores suggest that Ashleigh’s awareness of emotions in herself
and in others increased from the pre to post tests. In addition her perception and
understanding of emotions became far more accurate by the post test. It is
noteworthy that while there were decreases in Ashleigh’s job satisfaction scores
there was a significant increase in her emotional intelligence scores pre and post
intervention. This result warrants consideration of whether Ashleigh’s pregnancy
had an effect on her emotional perceptions.
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Figure 4.11 Comparison of Ashleigh’s emotional intelligence pre and post-intervention scores

4.7
4.7.1

Case Study 6

Introduction

Case Study 6 (Roger) is a male academic aged between 45-54 years who has been
working in his current institution, a large non-metropolitan multi-campus
university in New South Wales Australia for 1-4 years. Table 4.11 provides
details about Roger in relation to his professional background, current working
context and leadership experience.

CATEGORY

DETAILS

Background

Roger has predominantly worked in industry with Government organisations and in the
private sector. He has assumed a range of roles and responsibilities and progressed
relatively quickly along the leadership continuum in each organisation. Roger established
and worked in his own business for a year before moving into academia first on a parttime and then full-time basis. In a short time frame Roger has been employed by two
higher education institutions including the one he is currently with. Roger is working
towards a Masters level qualification.

Leadership
Experience

Roger has been a programme coordinator and led national initiatives while working in the
private sector. He has supervised teams in a number of the roles he has held with
responsibility for up to approximately 50 casual and permanent staff. Roger finds himself
naturally assuming informal leadership roles in regard to managing issues and has
experience as the chief executive when he was running his own business.
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CATEGORY

DETAILS

Current
Professional
Context

Project Manager; Senior Lecturer, Full-time employed academic.

Table 4.11 Roger’s general characteristics

4.7.2

Relevance of Emotional Intelligence for Leadership in Higher
Education

Roger was supportive of the importance of emotional intelligence for leadership in
higher education identifying empathy, motivation, initiative, and the ability to
recognise and manage emotions as the affordances of emotional intelligence for
leadership in higher education. Roger associated emotional intelligence
competencies and abilities as relevant constructs for three of the leadership
competency framework practices:


Providing a clear sense of direction and/or strategic vision;



Creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set;



Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model; and

The emotional intelligence competencies were identified by Roger as most
applicable to leadership in higher education. Table 4.12 provides an overview of
the emotional intelligence competencies, abilities and leadership practices that
Roger identified as relevant for effective leadership in higher education.
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RELEVANT
EMOTIONAL
INTELLIGENCE
COMPETENCIES

LEADERSHIP
COMPETENCY
FRAMEWORK PRACTICE
Providing a clear sense of
direction and/or strategic
vision

Creating and fostering a
positive collaborative work
environment where staff
support and facilitate the
direction set

Having integrity and
credibility, being considerate,
trustworthy and empathetic,
treating staff fairly and acting
as a role model

►

Self Management

►

Social Awareness

►

Social Skills

►

Self Awareness

►

Self Management

►

Social Awareness

►

Social Skills

►

Self Management

►

Social Awareness

RELEVANT EMOTIONAL
INTELLIGENCE ABILITIES

►

Emotional Facilitation of Thinking

►

Perceiving, Appraising and
Expressing Emotions

►

Understanding and Analysing
Emotions to enable utilisation of
Emotional Knowledge

►

Regulating and Managing
Emotions

►

Perceiving, Appraising and
Expressing Emotions

►

Regulating and Managing
Emotions

Table 4.12 The emotional intelligence competencies, abilities and leadership practices that Roger identified
as relevant for effective leadership in higher education.

Roger in describing practical manifestations of emotional intelligence
competencies and abilities identified traits of distributive and transformational
leadership as most applicable for effective leadership in higher education:

4.7.3

Developing Emotional Intelligence for Leadership in Higher
Education

Roger identified the emotional intelligence competencies of self management and
social awareness and the ability to regulate and manage emotions as the most
applicable emotional intelligence constructs to be developed for leadership in
higher education. Roger identified authentic learning that transpires in real world
experiences as a means of developing emotional intelligence for leadership in
higher education explaining:
It’s being put in a position, a workplace position where you have to
practice those skills to efficiently manage the role that you play in the
organisation. (Roger, Post-Intervention Interview).
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4.7.4

Job Satisfaction and Emotional Intelligence

Roger is satisfied and likes his current role most of the time. He indicates that he
is not eager to change his current role but would for a better position in his current
institution. Figure 4.12 provides a comparison of Roger’s job satisfaction scores
pre and post engagement in a leadership capacity development programme. These
scores indicate that overall Roger didn’t encounter a significant change in job
satisfaction. However, across the two surveys Roger’s intention to stay in his
current role decreased from 5-10 years to 3-5 years. This change was clarified in
the qualitative comment provided that stated quite simply “Expiration of
contract”. Roger’s understandable and seeming disappointment in the pending
end of his work contract was articulated in the post-intervention job satisfaction
survey responses with decreases noted in several of the institutional job
satisfaction items. Roger expressed greater dissatisfaction in the post intervention
survey with the manner in which the mission/vision/value system of the
school/faculty/university was promoted; the opportunities he had for a future in
the school/faculty/university including promotion opportunities and the lack of
justice and fairness he perceived in the environment within which he operated.
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Figure 4.12 Comparison of Roger’s job satisfaction pre and post-intervention scores

Figure 4.13 provides a comparison of Roger’s emotional intelligence scores, as
determined by the MSCEIT pre and post engagement in a leadership capacity
development programme. In the pre-intervention MSCEIT assessment Roger
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scored a ‘Competent’ rating in three of the items (Total Score, Using Emotions
and Understanding Emotions) a ‘Consider Developing’ rating for the Experiential
Area and Perceiving Emotions items and a ‘Skilled’ rating for the Strategic Area
and Managing Emotions items. Roger scored a ‘Competent’ rating in all of the
emotional intelligence items in the post MSCEIT assessment. These pre and postintervention MSCEIT results suggest that Roger is aware of emotions in himself
and in others, and that his perception and understanding of emotion is often,
though not always, accurate.
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Figure 4.13 Comparison of Roger’s emotional intelligence pre and post-intervention scores

4.8
4.8.1

Case Study 7

Introduction

Case Study 7 (Mackenzie) is a male academic aged between 25-34 years who has
been working in his current institution, a second-tier metropolitan multi-campus
university in Victoria Australia for 5-9 years. Table 4.13 provides details about
Mackenzie in relation to his professional background, current working context and
leadership experience.

Chapter 4

Page | 143

CATEGORY

DETAILS

Background

After graduating university with a degree in his chosen discipline, Mackenzie held a
position in a local government organisation before moving into an academic role in his
current university. Mackenzie has progressed from Associate Lecturer to Lecturer and
currently teaches and is the curriculum coordinator in his department. Mackenzie has
Masters level qualifications.

Leadership
Experience

Mackenzie is the curriculum Coordinator for his department. He is currently leading the
development and coordination of a faculty wide subject and managing a development
team of staff across the faculty and campuses to develop and roll out new First Year
Units.

Current
Professional
Context

Department Curriculum Coordinator; First Year Unit Leader, Full-time employed
academic.

Table 4.13 Mackenzie’s general characteristics

4.8.2

Relevance of Emotional Intelligence for Leadership in Higher
Education

Mackenzie was highly supportive of the relevance of emotional intelligence for
leadership in higher education. Mackenzie identified empathy, self awareness and
recognising and managing emotions as the affordances of emotional intelligence
for leadership in higher education. Mackenzie associated emotional intelligence
competencies and abilities as relevant constructs for four of the leadership
competency framework practices:


Creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set;



Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model;



Communicating developments and providing constructive feedback on
performance; and



Proactively promoting the interests of the department/institution within and
external to the university, respecting existing culture but seeking to advance
values through a vision for the department/institution.

The emotional intelligence competencies of social awareness and social skills
were identified by Mackenzie as most applicable to leadership in higher
education. Table 4.14 provides an overview of the emotional intelligence
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competencies, abilities and leadership practices that Mackenzie identified as
relevant for effective leadership in higher education.

RELEVANT
EMOTIONAL
INTELLIGENCE
COMPETENCIES

LEADERSHIP
COMPETENCY
FRAMEWORK PRACTICE

RELEVANT EMOTIONAL
INTELLIGENCE ABILITIES
►

Emotional Facilitation of Thinking

►

Understanding and Analysing
Emotions to enable utilisation of
Emotional Knowledge

Social Skills

►

Regulating and Managing
Emotions

►

Self Management

►

►

Social Awareness

Perceiving, Appraising and
Expressing Emotions

►

Social Skills

►

Regulating and Managing
Emotions

Communicating
developments and providing
constructive feedback on
performance

►

Social Skills

Proactively promoting the
interests of the
department/institution within
and external to the university,
respecting existing culture but
seeking to advance values
through a vision for the
department/institution

►

Social Skills

Creating and fostering a
positive collaborative work
environment where staff
support and facilitate the
direction set
Having integrity and
credibility, being considerate,
trustworthy and empathetic,
treating staff fairly and acting
as a role model

►

Self Awareness

►

Self Management

►

Social Awareness

►

Table 4.14 The emotional intelligence competencies, abilities and leadership practices that Mackenzie
identified as relevant for effective leadership in higher education.

Mackenzie in describing practical manifestations of emotional intelligence
competencies and abilities identified traits of distributive and transformational
leadership as most applicable for effective leadership in higher education.
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4.8.3

Developing Emotional Intelligence for Leadership in Higher
Education

Mackenzie identified the emotional intelligence competencies of self awareness
and social skills and the ability to engage in the emotional facilitation of thinking
as the most applicable emotional intelligence constructs to be developed for
leadership in higher education. Mackenzie highlighted the importance of activities
and initiatives that raise awareness and develop an understanding of emotional
intelligence as the most effective means of developing leadership capacity in a
higher education context. He noted the value of feedback and awareness that can
be enhanced and generated from tests designed to elucidate performance attributes
with the comment:
From the emotional intelligence point of view I knew a little bit about
it before I came into the project but it wasn’t until I actually did the
emotional intelligence test and discussed it with the other scholars
and project leaders that I really had any good understanding of what
it was about. That’s just sort of raised a level of consciousness about
emotional intelligence and how it can be used and how important it is.
(Mackenzie, Post-Intervention Interview).

4.8.4

Job Satisfaction and Emotional Intelligence

Mackenzie indicated that he was satisfied most of the time and that he ‘loves’ his
current role. Figure 4.14 provides a comparison of Mackenzie’s job satisfaction
scores pre and post engagement in a leadership capacity development programme.
These scores indicate a significant increase in job satisfaction that is seemingly
due to a new role Mackenzie assumed during the course of this research study.
Across the two job satisfaction surveys Mackenzie’s feelings about his current
role were enhanced and his intention to stay in his current role also lengthened
from leaving within the next 12 months’ to staying for ‘3-5 years’. Qualitative
comments in the pre and post-intervention surveys that provide some explanation
for this change were:
I find that I feel a little confined in being able to display my true
potential and am feeling that I need to be challenged more. I would
like to pursue leadership opportunities as I feel that I have potential in
this area and work well with people. I just don’t feel that I have
opportunities in my current role to generate new ideas and see these
implemented. (Mackenzie, Pre-Intervention Interview).
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and in the post-intervention survey where there was an increase in the amount of
time Mackenzie intended to stay in his role he noted:
I would hope to advance my career and move into more senior
leadership positions either at my institution or at another institution.
(Mackenzie, Post-Intervention Interview).

Similarly there was a significant increase in Mackenzie’s institutional job
satisfaction with increases noted across most of the institutional job satisfaction
survey items. Prior to his engagement in the leadership capacity development
program, Mackenzie’s dissatisfaction with his institution was described in his
comment:
In this time that I have been employed at [Name Provided] I have
experienced poor leadership and management. I’ve been constantly
frustrated by management that has not facilitated effective team work
and collegiality. I tend to like to generate new ideas and new ways for
doing things to improve the experience for students and staff alike.
However, often these are met with cynicism and rather than let me fly
with these (within acceptable boundaries) barriers are put in place to
dampen my enthusiasm. Learning and teaching doesn’t really get the
attention it deserves and plays second fiddle to research. My saving
grace has been the opportunity to work across the Faculty and outside
the confines of the Department to which I belong. Working with
academics from other disciplines is the most rewarding part of my
current role. (Mackenzie, Pre-Intervention Job Satisfaction Survey)

It appears that engagement in the leadership capacity development programme
was a significant catalyst for Mackenzie’s increase in institutional job satisfaction
because it gave him an opportunity to lead a strategic faculty innovation and
address issues he had been experiencing and that he described in his presatisfaction survey. His confirmation of his increased satisfaction in the post
intervention survey was provided in the comment:
I have and continue to enjoy the challenge of my new role.
(Mackenzie, Post-Intervention Job Satisfaction Survey)
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Figure 4.14 Comparison of Mackenzie’s job satisfaction pre and post-intervention scores

Figure 4.15 provides a comparison of Mackenzie’s emotional intelligence scores
as determined by the MSCEIT pre and post engagement in a leadership capacity
development programme. Mackenzie’s scores were exactly the same in the pre
and post-intervention tests. Mackenzie scored a ‘Skilled’ rating for the Total
Score, Experiential Area and Using Emotions items and a ‘Competent’ rating for
the other test items (Strategic Area, Perceiving Emotions, Understanding
Emotions and Managing Emotions). These results suggest that Mackenzie is
aware of emotions in himself and in others, and that his perception and
understanding of emotions is accurate. Noteworthy is the fact that Mackenzie had
the highest emotional intelligence score across all of the case study participants in
both the pre and post tests.
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Figure 4.15 Comparison of Mackenzie’s emotional intelligence pre and post-intervention scores

4.9
4.9.1

Case Study 8

Introduction

Case Study 8 (John) is a male academic aged between 45-54 years who has been
working in his current institution, a metropolitan single campus university in
South Australia for 20+ years. Table 4.15 provides details about John in relation
to his professional background, current working context and leadership
experience.

CATEGORY

DETAILS

Background

John is a trained professional who worked while he was being trained. After graduating
with his initial qualification he undertook additional training and acquired further
qualifications. He worked in his practice environment for some years before entering the
tertiary education sector. He joined the university he is currently working for over 20
years ago and has subsequently taught in the School aligned to his professional
discipline area since that time. John has PhD level qualifications

Leadership
Experience

John has coordinated topics and been involved in numerous roles leading initiatives in
his School. He was promoted to Associate Dean (Academic/teaching and learning) at the
commencement of his engagement in this research study.

Current
Professional
Context

Associate Dean (Academic/teaching and learning) Senior Lecturer, Topic Coordinator,
Full-time employed academic.

Table 4.15 John’s general characteristics
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4.9.2

Relevance of Emotional Intelligence for Leadership in Higher
Education

John was extremely supportive of the importance of emotional intelligence for
leadership in higher education particularly in relation to developing a professional
and ethical work environment as suggested in the comment:
If these emotional qualities are not there I think there is a greater
potential for emotional abuse and bullying. I think people become
demoralised they become de-motivated and often they just leave the
team in the end. Either that or they just plod on feeling oppressed and
you just don’t get the successful outcomes because people are just not
being efficient. (John, Pre-Intervention Interview)

John identified empathy, self awareness, self control, accurately expressing
emotions, and recognising, understanding and managing emotions as the
affordances of emotional intelligence for leadership in higher education. John
associated emotional intelligence competencies and abilities as relevant constructs
in all five of the leadership competency framework practices:


Providing a clear sense of direction and/or strategic vision;



Creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set;



Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model;



Communicating developments and providing constructive feedback on
performance; and



Proactively promoting the interests of the department/institution within and
external to the university, respecting existing culture but seeking to advance
values through a vision for the department/institution.

Emotional intelligence competencies were identified by John as most applicable
to leadership in higher education. Table 4.16 provides an overview of the
emotional intelligence competencies, abilities and leadership practices that John
identified as relevant for effective leadership in higher education.
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RELEVANT
EMOTIONAL
INTELLIGENCE
COMPETENCIES

LEADERSHIP
COMPETENCY
FRAMEWORK PRACTICE
Providing a clear sense of
direction and/or strategic
vision
Creating and fostering a
positive collaborative work
environment where staff
support and facilitate the
direction set

Having integrity and
credibility, being considerate,
trustworthy and empathetic,
treating staff fairly and acting
as a role model

Communicating
developments and providing
constructive feedback on
performance
Proactively promoting the
interests of the
department/institution within
and external to the university,
respecting existing culture but
seeking to advance values
through a vision for the
department/institution

►

Social Skills

►

Social Awareness

►

Social Skills

RELEVANT EMOTIONAL
INTELLIGENCE ABILITIES

►

Emotional Facilitation of Thinking

►

Emotional Facilitation of Thinking

►

Understanding and Analysing
Emotions to enable utilisation of
Emotional Knowledge

►

Regulating and Managing
Emotions

►

Perceiving, Appraising and
Expressing Emotions

►

Understanding and Analysing
Emotions to enable utilisation of
Emotional Knowledge

►

Self Awareness

►

Self Management

►

Social Awareness

►

Social Skills

►

Regulating and Managing
Emotions

►

Self Management

►

Emotional Facilitation of Thinking

►

Self Awareness

►

Emotional Facilitation of Thinking

►

Social Skills

►

Regulating and Managing
Emotions

Table 4.16 The emotional intelligence competencies, abilities and leadership practices that John identified as
relevant for effective leadership in higher education.

John in describing practical manifestations of emotional intelligence competencies
and abilities identified traits of distributive and transformational leadership as
most applicable to leadership in higher education Comments to support the
importance of these styles of leadership included:
A leader has to have a good perspective or vision about what the
potentialities are in any situation. What they do is communicate that
idea that perspective that vision to whoever is relevant to maybe who
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they think may be able to move towards that. (John, Pre-Intervention
Interview)
Good leadership is about being able to inspire and motivate and come
up with ways of being able to facilitate a particular idea or vision that
you have in mind. So I see good leadership is in a sense traveling at
the head of some group of people or some idea and being able to
somehow elicit from that group of people their skills, their abilities to
be able to actually move forwards to whatever you are working
towards. (John, Pre-Intervention Interview)

4.9.3

Developing Emotional Intelligence for Leadership in Higher
Education

John identified the emotional intelligence competency of self awareness and
emotional facilitation of thinking, understanding and analysing emotions to enable
utilisation of emotional knowledge and regulating and managing emotions
abilities as the most applicable emotional intelligence constructs to be developed
for effective leadership in higher education. John identified reflective practice as a
viable and effective means of developing emotional intelligence. In elucidating
the importance of reflective practice John also highlighted specific strategies for
developing emotional intelligence including professional development and
training initiatives, communities of practice and authentic learning tasks.

4.9.4

Job Satisfaction and Emotional Intelligence

John has a high level of job satisfaction. Figure 4.16 provides a comparison of
John’s job satisfaction scores pre and post engagement in a leadership capacity
development programme. John’s job satisfaction remained relatively consistent
with increases in the amount of time he was satisfied in his role and the amount of
time he saw himself staying in his current role. He indicated that he ‘loves’ his
role and that he was not eager to change it but would if a better role in his
institution came up. The amount of time John was satisfied in his role increased
across the two surveys from ‘most of the time’ to ‘all of the time’. His intention to
stay in his current role in the future also increased from anticipating to leave
‘within the next 12 months’ to staying ‘for 5-10 years’. However, John’s
qualitative comments confirmed that the length of time he intended to stay in his
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current role was determined by external factors rather than his level of satisfaction
as evidenced in the comment:
Limited term for role. Is reviewed and advertised every three years.
Will apply for another term but who knows what will come after
that!.” (John, Post-Intervention Job Satisfaction Survey)

John’s increase in job satisfaction appears largely due to his broadened
perspective of leadership in higher education that has been gained through his
experiences in a formal leadership position that he took up early in this research
study. This supposition is supported by significant increases evident in two of
John’s institutional job satisfaction item responses related to the opportunities that
are provided for him to learn new skills and his perceptions that justice and equity
are evident in the environment within which he operates.

Overall Institutional Satisfaction
In Role in Future
Post‐Score

Changing Current Role

Pre‐Score
Feeling about Role
Time Satisfied in Role
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5

Figure 4.16 Comparison of John’s job satisfaction pre and post-intervention scores

John scored the same ‘Competent’ or ‘Skilled’ rating in each of the items in the
pre and post-intervention MSCEIT assessments, except for the Using Emotions
item in which he increased in the post-intervention assessment from a
‘Competent’ rating that he attained in the pre-intervention assessment to a
‘Skilled’ rating in the post-intervention assessment. For the other items John
scored a ‘Skilled’ rating for the Total Score, Strategic Area and Understanding
Emotions items and a ‘Competent’ rating for the Experiential Area, Perceiving
Emotions and Managing Emotions items. These pre and post intervention results
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suggest that John is aware of emotions in himself and in others, and that his
perception and understanding of emotions is accurate. Figure 4.17 provides a
comparison of John’s pre and post intervention emotional intelligence scores as
determined by the MSCEIT.
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Figure 4.17 Comparison of John’s emotional intelligence pre and post-intervention scores

4.10 Case Study 9
4.10.1 Introduction
Case Study 9 (Simon) is a male academic aged between 35-44 years who has been
working in his current institution, a metropolitan single campus university in
South Australia, Australia for 5-9 years. Table 4.17 provides details about Simon
in relation to his professional background, current working context and leadership
experience.

CATEGORY

DETAILS

Background

Simon has been diagnosed with Aspergers Syndrome. After completing his PhD in
Australia Simon undertook a Post Doctorate overseas and assumed at the same time a
role mentoring PhD students. Upon completion of his Post Doctorate Simon went back to
the Australian University he had studied at and supervised a group of PhD students while
completing another Post Doctorate and a casual academic Level A qualification. Simon
moved to his current university 6 years ago and has been a PhD supervisor, course
coordinator and responsible for creating a new course for high achieving elite students.
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CATEGORY

DETAILS

Leadership
Experience

Simon has mentored and supervised numerous PhD students. He has led research
groups, and has been a subject and course/degree coordinator. Simon has also been the
President of a branch of an Australian Association related to his discipline area.

Current
Professional
Context

Course Coordinator, School Higher Degree Committee Chair, Member of School’s
Leadership group (Heads advisory group), Full-time employed academic.

Table 4.17 Simon’s general characteristics

4.10.2 Relevance of Emotional Intelligence for Leadership in Higher
Education
Simon endorsed the importance of emotional intelligence for leadership in higher
education stating:
It [emotional intelligence] smoothes things, it smoothes the waves and
makes things more positive and it actually creates that collegial
atmosphere that the tertiary sector is supposed to be renown for.
(Simon, Post-Intervention Interview)

Simon identified empathy, self-control, recognising and managing emotions, and
positive interpersonal relationships as the affordances of emotional intelligence
for leadership in higher education. Simon associated emotional intelligence
competencies and abilities as relevant constructs for three of the leadership
competency framework practices:


Creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set;



Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model; and



Communicating developments and providing constructive feedback on
performance.

Table 4.18 provides an overview of the emotional intelligence competencies,
abilities and leadership practices that Simon identified as relevant for effective
leadership in higher education.
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RELEVANT
EMOTIONAL
INTELLIGENCE
COMPETENCIES

LEADERSHIP
COMPETENCY
FRAMEWORK PRACTICE
Creating and fostering a
positive collaborative work
environment where staff
support and facilitate the
direction set

RELEVANT EMOTIONAL
INTELLIGENCE ABILITIES
►

Understanding and Analysing
Emotions to enable utilisation of
Emotional Knowledge

Social Skills

►

Regulating and Managing
Emotions

►

Social Awareness

►

Regulating and Managing
Emotions

Social Awareness

►

►

Understanding and Analysing
Emotions to enable utilisation of
Emotional Knowledge

►

Self Management

►

Social Awareness

►

Having integrity and
credibility, being considerate,
trustworthy and empathetic,
treating staff fairly and acting
as a role model
Communicating
developments and providing
constructive feedback on
performance

Table 4.18 The emotional intelligence competencies, abilities and leadership practices that Simon identified
as relevant for effective leadership in higher education.

Simon in describing practical manifestations of emotional intelligence
competencies and abilities identified traits of a transactional style of leadership as
applicable for leadership in higher education.

4.10.3 Developing Emotional Intelligence for Leadership in Higher
Education
Simon identified the emotional intelligence competency of social awareness and
the abilities of understanding and analysing emotions to enable utilisation of
emotional knowledge and regulating and managing emotions as the most
applicable emotional intelligence constructs to be developed for leadership in
higher education. Simon identified a comprehensive approach which incorporates
authentic tasks, reflective practice, professional development and communities of
practice as the most effective means of developing emotional intelligence for
leadership in higher education.
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4.10.4 Job Satisfaction and Emotional Intelligence
Simon is generally satisfied with his current role, he likes it and he is not eager to
change his role but would if he could get a better role in his institution. Figure
4.18 provides a comparison of Simon’s job satisfaction scores pre and post
engagement in a leadership capacity development programme.

Overall Institutional Satisfaction
In Role in Future
Post‐Score

Changing Current Role

Pre‐Score
Feeling about Role
Time Satisfied in Role
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Figure 4.18 Comparison of Simon’s job satisfaction pre and post-intervention scores

Simon’s desire to change his current role for a better one is reflected in a decrease
in his intention to stay in his current role in the future from ‘5-10 years’ to ‘3-5
years’ with qualitative comments provided simply stating that the reason behind
his intention to leave is for “Advancement”. While Simon expresses role
satisfaction he is much less satisfied with his institution and particularly the
bureaucracy evident in his university. This sentiment is particularly
communicated in qualitative comments that Simon provided:
I feel privileged to be an academic – its challenging, I get to choose
my own path, I get great satisfaction from influencing the learning of
students, but it is like juggling chainsaws. It seems to me also that
academics are answerable to everyone – we are responsible for so
many things and yet we have to justify just about everything we do to
others (admin staff, general staff etc). [Name provided] is highly
bureaucratic in a sense – we have policies, procedures and people
that frequently impede action and progress. I only suspect that the
frustration that I feel will only increase as my involvement in
Leadership increases. (Simon, Pre-Intervention Job Satisfaction
Survey)
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I am still very glad for the job I have and the opportunities that it
creates for me. However, I find that it comes with increasing
frustration which detracts the overall satisfaction I get from it. I am
feeling worn down from the many demands that it places on me.
(Simon, Post-Intervention Job Satisfaction Survey)

Simon’s MSCEIT scores suggest that generally he needs to develop emotional
intelligence. Figure 4.19 provides a comparison of Simon’s pre and postintervention emotional intelligence scores as determined by the MSCEIT. In the
pre test Simon scored a ‘Consider Developing’ rating in five areas (Total Score,
Experiential Area, Strategic Area, Using Emotions and Understanding Emotions)
and a ‘Competent’ rating in two items (Perceiving Emotions and Managing
Emotions). Simon’s pre-intervention MSCEIT scores suggest that the accuracy of
his emotional perceptions and the effectiveness of his emotion based decisions
need to be developed. In the post-intervention MSCEIT assessment Simon’s
scores decreased from ‘Consider Developing’ to ‘Improve’ across four test items
(Total Score, Experiential Area, Using Emotions and Understanding Emotions)
and from ‘Competent’ to ‘Consider Developing’ in the Perceiving Emotions item.
However, he maintained a ‘Consider Developing’ rating for the Strategic Area
and a ‘Competent’ rating for the Managing Emotions item across the pre and postintervention assessments. Simon’s post-intervention MSCEIT results suggest that
the accuracy of his emotional perceptions are lacking, and that he shouldn’t
include emotions in his decision-making. It may be necessary to consider the fact
that the MSCEIT is an ability test of emotional competence and that Simon with a
diagnosis of Aspergers Syndrome is significantly hampered in his emotional
abilities. Aspergers Syndrome which is a form of autism, is a condition that
neurologically prevents a person from being able to understand other people’s
emotional states. As such, the relevance of Simon’s MSCEIT results are
questionable.
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Figure 4.19 Comparison of Simon’s emotional intelligence pre and post-intervention scores

4.11 Case Study 10
4.11.1 Introduction
Case Study 10 (David) is a male academic aged between 35-44 years who has
been working in his current institution, a second-tier metropolitan multi-campus
university in Victoria Australia for 5-10 years. Table 4.19 provides details about
David in relation to his professional background, current working context and
leadership experience.

CATEGORY

DETAILS

Background

David started his working career in the school education system teaching before leaving
and doing youth work for a few years. He retrained in a specialist education stream and
worked as a training consultant before assuming a position as a Director of a centre in a
private school. After working for a few years in this Director role, David moved to the
tertiary sector and the university he is currently working in based in one of its regional
campuses. David has PhD level qualifications.

Leadership
Experience

David has been a course coordinator and managed several courses. He has been the
deputy head of school for teaching, Undergraduate Course Coordinator and is currently
Post Graduate Course Coordinator and Co-director of an academic unit.

Current
Professional
Context

Post-Graduate course Coordinator, Co-director of an academic unit (Equivalent of cohead of a small school), Full-time employed academic.

Table 4.19 David’s general characteristics
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4.11.2 Relevance of Emotional Intelligence for Leadership in Higher
Education
David was extremely supportive of the importance of emotional intelligence for
leadership in higher education suggesting:
Anytime that a leader is working with people in a higher education
institution I think there is a need for emotional intelligence. (David,
Pre-Intervention Interview)
It is just completely illogical to think and believe that a manager or
leader in higher education could ignore the emotional dimensions of
staff interactions. (David, Post-Intervention Interview)

David identified empathy, authenticity, self awareness, self control, and
recognising and managing emotions as the affordances of emotional intelligence
for leadership in higher education. David associated emotional intelligence
competencies and abilities as relevant constructs for two of the leadership
competency framework practices:


Creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set; and



Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model.

Emotional intelligence competencies, were identified by David as most applicable
to leadership in higher education. Table 4.20 provides an overview of the
emotional intelligence competencies, abilities and leadership practices that David
identified as relevant for effective leadership in higher education.

RELEVANT
EMOTIONAL
INTELLIGENCE
COMPETENCIES

LEADERSHIP
COMPETENCY
FRAMEWORK PRACTICE

Creating and fostering a
positive collaborative work
environment where staff
support and facilitate the
direction set

Chapter 4

►

Self Awareness

►

Self Management

►

Social Awareness

►

Social Skills

RELEVANT EMOTIONAL
INTELLIGENCE ABILITIES
►

Emotional Facilitation of Thinking

►

Understanding and Analysing
Emotions to enable utilisation of
Emotional Knowledge

►

Regulating and Managing
Emotions
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RELEVANT
EMOTIONAL
INTELLIGENCE
COMPETENCIES

LEADERSHIP
COMPETENCY
FRAMEWORK PRACTICE
Having integrity and
credibility, being considerate,
trustworthy and empathetic,
treating staff fairly and acting
as a role model

►

Self Management

►

Social Awareness

RELEVANT EMOTIONAL
INTELLIGENCE ABILITIES

►

Understanding and Analysing
Emotions to enable utilisation of
Emotional Knowledge

Table 4.20 The emotional intelligence competencies, abilities and leadership practices that David identified
as relevant for effective leadership in higher education.

David in describing practical manifestations of emotional intelligence
competencies and abilities identified traits of distributive and transformational
leadership as most appropriate for effective leadership in higher education.

4.11.3 Developing Emotional Intelligence for Leadership in Higher
Education
David identified self awareness and emotional facilitation of thinking as the most
applicable emotional intelligence constructs to be developed for leadership in
higher education. David identified authentic tasks that provide the opportunity to
collaborate as a viable and effective means of developing emotional intelligence
stating:
Being involved with the other Scholars at times gave me good
opportunities to practice emotional intelligence ... The project forced
me to work with this group that I wouldn’t otherwise have worked
with I mean I didn’t have any choice, that was the plan to work with
this group to run a roundtable and that created opportunities to
practice emotional intelligence. (David, Post-Intervention Interview)

David also highlighted the importance of reflective practice within this authentic
learning paradigm as a means of developing emotional intelligence for leadership
in higher education.
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4.11.4 Job Satisfaction and Emotional Intelligence
Figure 4.20 provides a comparison of David’s job satisfaction scores pre and post
engagement in a leadership capacity development programme. David remained
satisfied in his role across both surveys. However, David moved from loving his
role to liking it and from not intending to leave his current role, unless a better
role came up in his institution, to an intention of changing his role soon. David
also went from seeing himself in his current role for ‘5-10 years’ to only seeing
himself in his current role for ‘3-5 years’ with the explanation he provided for this
change being:
Relocate to a new geographic region; Probably working more
generically in the teaching and learning area within higher education.
(David, Post-Intervention Job Satisfaction Survey)

David’s overall institutional job satisfaction increased despite the decreases in his
personal job satisfaction. He indicated significant increases in his satisfaction with
the way in which the mission/vision/value system of the school/faculty/university
was promoted, with the opportunities provided for him to learn new skills and
compensation he received.
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Figure 4.20 Comparison of David’s job satisfaction pre and post-intervention scores
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Figure 4.21 provides a comparison of David’s emotional intelligence scores as
determined by the MSCEIT pre and post engagement in a leadership capacity
development programme. David decreased from being ’Competent’ in four of the
MSCEIT items (Total Score, Experiential Area, Perceiving Emotions and Using
Emotions) to ‘Consider Developing’. However, he remained ‘Skilled’ in the
Strategic Area and Understanding Emotions items and increased from
’Competent’ to ‘Skilled’ in the Managing Emotions item. David’s result in the
pre-intervention MSCEIT suggest that he is aware of emotions in himself and in
others, and that his perception and understanding of emotion is often, but not
always, accurate. The post-intervention MSCEIT results suggest that David’s
ability to accurately perceive emotions and the effectiveness of his emotion based
decisions decreased between the pre and post tests. While this difference in results
could feasibly be related to a change in David’s emotional intelligence it is also
highly possible that David’s disdain for the MSCEIT as a tool for measuring
emotional intelligence has impacted on his results. David expressed concern about
using the MSCEIT to measure emotional intelligence on a number of occasions
with one pertinent comment explaining:
I think I went backwards on the test ... but I suspect my perception of
the test was part of the problem and my fundamental dislike for the
tool. (Email correspondence from David June 2, 2009)
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Figure 4.21 Comparison of David’s emotional intelligence pre and post-intervention scores
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4.12 Case Study 11
4.12.1 Introduction
Case Study 11 (Skye) is a female academic aged between 25-34 years who has
been working in her current institution, a large non-metropolitan multi-campus
university in New South Wales Australia for 5-9 years. Table 4.21 provides
details about Skye in relation to her professional background, current working
context and leadership experience.

CATEGORY

DETAILS

Background

Skye has always worked in the higher education sector starting out at an Associate
Lecturer Level and recently being promoted to a Level B academic position. External to
the University Skye has established and operates her own business with her husband.
Skye has completed a commercial leadership programme outside of the university to
develop her own business interests. Skye has PhD level qualifications.

Leadership
Experience

Skye has had leadership roles on School committees including that of Committee Chair.
She also assumes a leadership role in managing her own business external to the
university.

Current
Professional
Context

Chair School Working Party, and School Curriculum Development Committee, Full-time
employed academic however, Skye went on maternity leave half way through the
leadership capacity development intervention programme.

Table 4.21 Skye’s general characteristics

4.12.2 Relevance of Emotional Intelligence for Leadership in Higher
Education
Skye endorsed the relevance of emotional intelligence for leadership in higher
education with comments such as:
I think that Emotional Intelligence provides a second angle to
leadership that allows people to create a much more meaningful
engagement with others. (Skye, Post-Intervention Interview)

Skye identified empathy, recognising and managing emotions, flexibility, being
non-judgmental and having integrity as the affordances of emotional intelligence
for effective leadership in higher education. Skye associated emotional
intelligence competencies and abilities as relevant constructs for three of the
leadership competency framework practices:
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Providing a clear sense of direction and/or strategic vision;



Creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set; and



Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model.

Emotional intelligence competencies were identified by Skye as most applicable
to leadership in higher education. Table 4.22 provides an overview of the
emotional intelligence competencies, abilities and leadership practices that Skye
identified as relevant for effective leadership in higher education.

RELEVANT
EMOTIONAL
INTELLIGENCE
COMPETENCIES

LEADERSHIP
COMPETENCY
FRAMEWORK PRACTICE
Providing a clear sense of
direction and/or strategic
vision

Creating and fostering a
positive collaborative work
environment where staff
support and facilitate the
direction set

Having integrity and
credibility, being considerate,
trustworthy and empathetic,
treating staff fairly and acting
as a role model

►

Social Skills

►

Self Awareness

►

Self Management

►

Social Awareness

►

Social Skills

►

Self Management

►

Social Awareness

►

Social Skills

RELEVANT EMOTIONAL
INTELLIGENCE ABILITIES

►

Regulating and Managing
Emotions

►

Perceiving, Appraising and
Expressing Emotions

►

Emotional Facilitation of Thinking

►

Understanding and Analysing
Emotions to enable utilisation of
Emotional Knowledge

►

Regulating and Managing
Emotions

Table 4.22 The emotional intelligence competencies, abilities and leadership practices that Skye identified as
relevant for effective leadership in higher education.

Skye in describing practical manifestations of emotional intelligence
competencies and abilities identified distributive and transformational leadership
as most applicable for effective leadership in higher education.
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4.12.3 Developing Emotional Intelligence for Leadership in Higher
Education
Skye identified the emotional intelligence competencies of self management and
social skills as the most applicable emotional intelligence constructs to be
developed for leadership in higher education. Skye highlighted the importance of
reflective practice as a means of developing emotional intelligence.

4.12.4 Job Satisfaction and Emotional Intelligence
Skye is satisfied and likes her current role most of the time. Figure 4.22 provides a
comparison of Skye’s job satisfaction scores pre and post engagement in a
leadership capacity development programme. Across the two surveys Skye’s
intention to stay in her current role changed from ‘I would like to change my role
soon’ to ‘I am not sure I would exchange my present role for a similar one’ and
from anticipating she would leave in ‘the next 12 months’ to seeing herself
staying in her current role ‘for 3-5 years’. An explanation she provided for this
increase in her intention to stay was
I feel like I have more direction and support from my boss now. (Skye,
Post-Intervention Job Satisfaction Survey)

Skye also increased in her institutional job satisfaction, between the pre and post
surveys with significant increases noted across the survey items:


The mission/vision/value system of the school/faculty/university is promoted
regularly and consistently;



I see the work I do as challenging and worthwhile;



There are regular opportunities provided for me to use a variety of skills and
abilities across a range of tasks;



Adequate feedback is provided to me on my performance and contributions to
the school/faculty/university;



I am aware of opportunities for my future in the school/faculty/university
including promotion opportunities that involve more responsibility and
increased status; and



I am fairly compensated.
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This increase in institutional job satisfaction appears to be largely a consequence
of Skye’s engagement in the leadership capacity development programme as
evidenced in the comment:
I have enjoyed meeting peers from across campus who have positive
attitudes to work. Gives a 'big picture' perspective on what I do.
(Skye, Post-Intervention Job Satisfaction Survey)
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Figure 4.22 Comparison of Skye’s job satisfaction pre and post-intervention scores

Figure 4.23 provides a comparison of Skye’s emotional intelligence scores as
determined by the MSCEIT pre and post engagement in a leadership capacity
development programme. Skye scored a ‘Competent’ rating in each of the
MSCEIT items in the pre-intervention test and increased from a ‘Competent’ to
‘Skilled’ rating in the Total Score and Understanding Emotions items from the pre
to the post-intervention test. These results suggest that between the two tests Skye
maintained an ability to be aware of emotions in herself and others and developed
her perception and understanding of emotions to a level where it is usually
accurate.
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Figure 4.23 Comparison of Skye’s emotional intelligence pre and post-intervention scores
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CHAPTER 5:
DATA ANALYSIS

5.1

Chapter Overview and Introduction

A multiple case study design was adopted for this research study to avail the
possibility that a replication of phenomenon across the cases would enable the
development of justifiable hypotheses to address the research questions. This
chapter analyses and synthesizes the collected data and presents the results in
response to each of the four research questions. Figure 5.1 provides an overview
of this chapter.

5.2 RQ1: What is the Relevance of Emotional Intelligence for Leadership in a Higher
Education Context?: Provides a perspective of the relevance of emotional intelligence for
leadership in higher education and proposes twelve emotional intelligence capabilities that
have been synthesised from the findings of this study. Practices to illustrate how these
capabilities might transpire in a higher education context are also presented.

5.3 RQ2: What Aspects of Emotional Intelligence Should be Included in Leadership
Capacity Development Initiatives in a Higher Education Context?: Articulates a
synthesis of the data pertaining to the relevance of emotional intelligence for leadership in
higher education. For each of the five elements of effective leadership in higher education
that were explored in this research study, an overview of this synthesis is presented as a
curriculum of evidence based emotional intelligence capabilities, programme outcomes,
knowledge and skill objectives for developing leaders in higher education.

5.4 RQ3: How Can Emotional Intelligence for Leadership in a Higher Education
Context be Developed?: Establishes the strategies that were identified in this research
study to be most effective for developing emotional intelligence for leadership in higher
education.

5.5 RQ4: Is there any Relevance Between Job Satisfaction and Emotional
Intelligence or Leadership Practice in a Higher Education Context?: Illustrates the
interrelationships and relevance between job satisfaction, emotional intelligence and
leadership practice for effective leadership in a higher education context.
Figure 5.1 Chapter 5 overview
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5.2

RQ1: What is the Relevance of Emotional Intelligence for
Leadership in a Higher Education Context?

Emotional intelligence was recognised by all of the case study participants to be
highly relevant and an important requirement for leadership in a higher education
context. The general feeling expressed by the case study participants was that
leaders in higher education who possessed strong emotional intelligence were
more respected by peers, colleagues and subordinates and performed more
effectively as leaders. The respect and effectiveness that an emotionally intelligent
leader possesses was seen to be a consequence of the fact that they would be more
sensitive and responsive to the emotional needs and actions of others. Comments
articulating this included:
I think it is important for leaders to have these [emotional
intelligence] qualities because you have to tap into what makes people
think and do the things they do and how do their goals and visions
relate to their work and productivity. A leader often needs to look
below the surface into what makes a person tick and what the
expectations of people are. (Roger, Pre-Intervention Interview)
I would argue they [emotional intelligence competencies] are the most
relevant thing if you want to be effective. The more and the better you
can understand the emotional and social interactions of working with
people then I just think the better off you’ll be. To me it is just
completely illogical to think and believe that a manager or leader in
higher education could ignore the emotional dimensions of staff
interactions. (David, Post-Intervention Interview)

Emotional intelligence competencies related to self awareness, self management,
social awareness and social skills were identified across the eleven case studies as
most applicable for leadership in higher education. While the emotional
intelligence abilities were perceived to have some relevance for leadership in
higher education they were not recognised to be as relevant overall as the
emotional intelligence competencies. There was a highly significant correlation
across the eleven case studies between participants who were ‘Competent’ or
‘Skilled’ in emotional intelligence, as measured by the MSCEIT, and the
employment of the leadership competency framework practices. These
correlations that were generated using NVivo, identified a significant relationship
between the leadership competency framework practices, that were investigated in
this research study, and a ‘Competent’ or ‘Skilled’ rating in each of the items of
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the MSCEIT. This result further supports an assertion that emotional intelligence
is significantly aligned to effective leadership practice in higher education.

5.2.1

The Relevance of Emotional Intelligence for Effective
Leadership Practice in a Higher Education Context

The relevance of emotional intelligence for leadership in a higher education
context was explored in relation to five specific leadership competency
framework practices. These practices were identified by the researcher from an
investigation and synthesis of relevant leadership literature (See Section 2.4 for
more information regarding the generation of these practices). Across the five
leadership competency framework practices that were investigated, emotional
intelligence was identified as having the greatest relevance to the practices
concerned with:


providing a clear sense of direction and/or strategic vision;



creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set; and



having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model.

Emotional intelligence related to regulating and managing the emotions of oneself
and others was identified as most significant for effective leadership in higher
education. Empathy in relation to understanding and appreciating how others
might be inspired to perform and achieve surfaced as the critical element that
underpinned all of the leadership competency framework practices investigated.
Comments explaining this notion included:
You need to understand how people might feel about things or you
need to be able to put yourself in their position or predict what they
are going to feel. (Belinda, Pre-Intervention Interview)
Being able to look at things from another person’s point of view and
just understand it at that emotional level what’s motivating them and
why they are doing what they are doing. (Jacqueline, Pre-Intervention
Interview)

Across the eleven case studies, correlations between the leadership competency
framework practices and the emotional intelligence competencies and abilities
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were generated in NVivo. Scrutiny of the data resulted in the identification of the
most relevant emotional intelligence competencies and abilities required for each
of the leadership competency framework practices. The identified competencies
and abilities have been synthesised and the resulting conceptions are presented in
Tables 5.1 to 5.5 as emotional intelligence capabilities that are fundamental to the
specific leadership competency framework practices. Illustrations of how the
capabilities might manifest in a higher education context have also been provided.
These examples of emotionally intelligent leadership practices were drawn from
the suggestions provided in the interviews with the eleven case study participants.

The first leadership competency framework practice investigated in this study was
‘Providing a clear sense of direction and/or strategic vision’. This practice is
concerned with the leader having a firm understanding of desired goals and how
to achieve them and being able to communicate, inspire and guide others to also
achieve these desired goals. The importance of a direction/strategic vision was
supported by the case study participants in this research investigation as was the
need for this direction/strategic vision to be clearly and convincingly
communicated by the leader. Comments affirming this included:
I think the most important thing they have to have is a vision, an idea
or be open to ideas and they have to be able to inspire and work with
people. (Noreen, Pre-Intervention Interview)
I believe that leadership is intricately tied to strategic planning; that
the leader needs to know where they are going and have a clear vision
and be able to communicate this to their staff. It’s not a matter of just
having a vision it is being able to convince other people of the value of
your vision. Most people are motivated by self interest and from an
organisational perspective if people can see from your communication
of your vision how your vision ties into their needs and interests, if
you can successfully communicate the self motivating interests of your
vision and the benefits of your vision for them so that they support and
try to realise the vision then the leadership has been successful.
(Roger, Pre-Intervention Interview)

A synthesis of the most relevant emotional intelligence competencies and abilities
fundamental to the leadership competency framework practice - ‘Providing a clear
sense of direction and/or strategic vision’ has resulted in the articulation of three
emotional intelligence capabilities. Table 5.1 details these three emotional
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intelligence capabilities and presents examples of practices that might be
indicative of emotionally intelligent effective leadership in regard to this practice
in a higher education context.

PROVIDING A CLEAR SENSE OF DIRECTION AND/OR STRATEGIC VISION
Emotional Intelligence
Capability
1. Generate a strategic
vision/direction and
associated
implementation strategy
that strives to meet the
needs and advance the
capability of the
individual, team,
department and
institution.

Emotionally Intelligent Effective Leadership Practices

Leaders practicing this capability:
 Focus on the critical goals when developing a strategic
vision/direction;
 Plan appropriate strategies to achieve the strategic
vision/direction; and
 Enable others to contribute to the generation of the strategic
vision/direction and associated implementation strategy.

2. Regularly communicate
the strategic
vision/direction and
associated strategy so
that key stakeholders
have a shared
understanding of what is
to be achieved and how it
will be achieved.

Leaders practicing this capability:
 Have a clearly defined strategic vision/direction and
associated implementation strategy that will inform the
activities and efforts of themselves and others;
 Clearly and convincingly communicate the strategic
vision/direction and associated implementation strategy to key
stakeholders; and
 Regularly reinforce and reiterate the strategic vision/direction
and associated implementation strategy to key stakeholders.

3. Inspire and guide
individuals and the team
to achieve the shared
strategic vision/direction
and associated
implementation strategy

Leaders practicing this capability:
 Convince others of the need for a shared strategic
vision/direction and effectively engage them in recognising the
role they have in achieving this shared strategic
vision/direction;
 Inspire others through charismatic, enthusiastic and
persuasive communication to adopt and achieve the strategic
vision/direction and associated implementation strategy;
 Ensure that the strategic vision/direction and the associated
implementation strategy remain central in determining the
actions of individuals and the team despite challenges or
setbacks that may be encountered; and
 Continually assess the implementation and relevance of the
strategic vision/direction and associated strategy to ensure
currency and identify any transformations that are needed.

Table 5.1 An overview of emotional intelligence capabilities and practices related to ‘Providing a clear sense
of direction and/or strategic vision’ for leadership in a higher education context.

The second leadership competency framework practice explored in this research
study was ‘Creating and fostering a positive collaborative work environment
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where staff support and facilitate the direction set’. This practice was perceived
across the eleven case studies to be an integral requirement for effective
leadership in higher education. Every case study participant acknowledged the
importance and relevance of this practice for effective leadership in higher
education. Additionally, this element of leadership was also identified by the case
study participants as the practice for which emotional intelligence competencies
and abilities were most relevant. The most significant factor in regard to this
leadership competency framework practice was perceived to be empathy.
Empathy was explained as the need to appreciate why a person is behaving a
certain way and then managing the situation so that this behaviour is appropriately
addressed. Articulation by research participants of this premise of empathy
included:
The key is motivation if you can read people then you can figure out
what motivates them, what are the carrots for that person and what’s
the turn off for that person and if I want them to do something I have
to appeal to their motivators so how can I do that? What’s in it for
them and what will appeal to them. (Joanne, Post-Intervention
Interview)
When an issue flares up or a problem flares up or someone complains
about something the first thing I’m doing is asking myself well where
is all this coming from what’s really prompting this sort of response is
it something around lack of clarity or is it something that’s been said
or something that’s been done by somebody has it been my own
response or something like that that’s contributed to it. (Mackenzie,
Post-Intervention Interview)
Seeing how people or why they are angry or resentful in a situation
and trying to understand from their point of view why that might be.
(Skye, Post-Intervention Interview)

A synthesis of the most relevant emotional intelligence competencies and abilities
fundamental to the leadership competency framework practice - ‘Creating and
fostering a positive collaborative work environment where staff support and
facilitate the direction set’ has resulted in the articulation of three emotional
intelligence capabilities. Table 5.2 details these three emotional intelligence
capabilities and presents examples of practices that might be indicative of
emotionally intelligent effective leadership in regard to this practice in a higher
education context.
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CREATING AND FOSTERING A POSITIVE COLLABORATIVE WORK ENVIRONMENT WHERE
STAFF SUPPORT AND FACILITATE THE DIRECTION SE
Emotional Intelligence
Capability

Emotionally Intelligent Effective Leadership Practices

4. Accurately identify
and interpret the
needs, interests,
abilities and
concerns of others
and appropriately
manage, these to
promote productivity
and success.

Leaders practicing this capability:
 Identify and engender the motivators for individuals and the team to
achieve success and be productive;
 Proactively and empathetically respond to the needs, concerns and
potential issues of individuals and the team;
 Encourage and support individuals to achieve to their potential; and
 Advocate staff independence and empower others appropriately.

5. Understand own
strengths and
limitations and
responsibly
moderate behaviour
in leading and
inspiring others to
achieve a shared
strategic
vision/direction.

Leaders practicing this capability:
 Candidly assess their own feelings and either embrace or
disconnect from these feelings depending on the value and
significance of them in a given situation;
 Conscientiously manage emotions that could provoke or diminish a
situation or relationships;
 Appreciate and are responsive to the impact their actions and
demeanor can and does have on others and a situation; and
 Regularly reflect on their performance as a leader and honestly
identify strategies for improving and developing themselves.

6. Establish and
promote an
optimistic, collegial
and collaborative
work environment
where individuals
and the team are
encouraged to
achieve the shared
strategic
vision/direction.

Leaders practicing this capability:
 Negotiate realistic, manageable and appropriate timeframes and
performance goals for individuals to achieve;
 Ensure that individuals have the necessary resources, systems,
skills and capacity to achieve the desired outcomes;
 Harness and utilise the skills and expertise of individuals to achieve
the desired strategic vision/direction;
 Provide opportunities for individuals to contribute to key decisions;
 Support individuals to express their concerns and issues and
ensure that these concerns and issues are appropriately
addressed;
 Actively engage in consultation and promotion of the strategic
vision/direction set to ensure the ‘buy in’ and support of others;
 Motivate individuals and the team to achieve the strategic
vision/direction set;
 Establish a rapport whereby individuals and the team feel safe to
ask questions and supported to trial innovative pursuits;
 Appropriately manage individuals so that they are productive,
cooperative and engage in professional collegial interactions with
others;
 Promote open and sound communication including active listening;
 Manage conflict in a just and fair manner; and
 Establish and maintain positive professional working relationships
with others.

Table 5.2 An overview of emotional intelligence capabilities and practices related to ‘Creating and fostering a
positive collaborative work environment where staff support and facilitate the direction set’ for leadership in a
higher education context.
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A leader’s ability to inspire and influence others to work with them towards a
shared goal is significantly influenced by the confidence and belief that the
individual has in the leader. Effective leadership is reliant on the leader being able
to engender individuals to work towards the attainment of desired goals. A factor
in this process is the respect and belief that the individual has for the leader and
his or her endeavours. The third leadership competency framework practice
explored in this research study was ‘Having integrity and credibility, being
considerate, trustworthy and empathetic, treating staff fairly and acting as a role
model’. This practice is related to the premise of engendering belief and inspiring
the achievement of desired goals. Personal characteristics such as integrity,
credibility, trustworthiness, being considerate, empathetic and a role model are
crucial factors in building this rapport with individuals that will ultimately inspire
and influence performance. The importance of these leadership qualities was
recognised by the case study participants to be the second most crucial factor for
leadership in higher education. Additionally, this leadership competency
framework practice was identified as the second most relevant practice for which
emotional intelligence competencies and abilities apply. Some of the research
participants explicitly supported this element of leadership with comments such
as:
[Being] authentic. Someone who’s honest, someone who’s
transparent, someone who really does consider the individual.
(Joanne, Pre-Intervention Interview)
You’ve got to have a team who will trust you if you’re going to
effectively lead a team of completely different people then they have to
trust you that you have good intentions basically and that you’ll look
after them. (Ashleigh, Pre-Intervention Interview)
I value someone who has high integrity, who is ethical in their
decision making someone who is compassionate to where people sit in
their lives. (Skye, Pre-Intervention Interview)

Explanations of how a leader might be considerate of others in regard to the
manifestation of this element of leadership practice in a higher education context
included enabling individuals to share their concerns and not presuming to know
what these might be, a comment succinctly communicating this was:
If someone is in my office crying I don’t feel like crying but I feel as
though I’m very much aware of what I am or am not doing that might
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let them feel safe and comfortable in going ahead and crying. I ask
questions that are good at getting people to explore the way they are
feeling. So I’ll often ask them how they are feeling rather than what
they are thinking. One of the things I’m very reluctant or cautious
about doing is assuming that I know, I never ever say to a person that
I know how they are feeling. (John, Post-Intervention Interview)

A synthesis of the most relevant emotional intelligence competencies and abilities
fundamental to the leadership competency framework practice - ‘Having integrity
and credibility, being considerate, trustworthy and empathetic, treating staff fairly
and acting as a role model’ has resulted in the articulation of two emotional
intelligence capabilities. Table 5.3 details these two emotional intelligence
capabilities and presents examples of practices that might be indicative of
emotionally intelligent effective leadership in regard to this practice in a higher
education context.

HAVING INTEGRITY AND CREDIBILITY, BEING CONSIDERATE, TRUSTWORTHY AND
EMPATHETIC, TREATING STAFF FAIRLY AND ACTING AS A ROLE MODEL
Emotional Intelligence
Capability

Emotionally Intelligent Effective Leadership Practices

7. Maintain a high standard
of conduct that provides
a positive role model for
others.

Leaders practicing this capability:
 Role model appropriate behaviours and practices;
 Are considerate and professional in their interactions with
others;
 Strive to build positive relationships with others; and
 Take an active interest in others and attempt to understand
their needs, motivations and concerns and appropriately
address these in the context of the work environment.

8. Behave in an appropriate
and professional manner
that instills the trust of
others.

Leaders practicing this capability:
 Ensure deadlines and negotiated deliverables and outcomes
are met;
 Are trustworthy and honest; and
 Treat staff fairly and justly.

Table 5.3 An overview of emotional intelligence capabilities and practices related to ‘Having integrity and
credibility, being considerate, trustworthy and empathetic, treating staff fairly and acting as a role model’ for
leadership in a higher education context.

The fourth leadership competency framework practice investigated in this
research study was ‘Communicating developments and providing constructive
feedback on performance’. This leadership practice encompasses several aspects
including the leader’s role in developing staff, acknowledging the performance
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and achievements of individuals and informing staff of progress and
advancements that transpire across the department/institution. While the reviewed
literature acknowledged the importance of this leadership competency framework
practice the case study participants in this research study did not strongly support
this as a significant factor for effective leadership in higher education. Only five
of the eleven case study participants acknowledged any merit for this leadership
competency framework practice. Similarly, there was limited appreciation of the
value of emotional intelligence competencies and abilities for this practice.

A synthesis of the most relevant emotional intelligence competencies and abilities
fundamental to this leadership competency framework practice - ‘Communicating
developments and providing constructive feedback on performance’ has resulted
in the articulation of two emotional intelligence capabilities. Table 5.4 details
these two emotional intelligence capabilities and presents examples of practices
that might be indicative of emotionally intelligent effective leadership in regard to
this practice in a higher education context.

COMMUNICATING DEVELOPMENTS AND PROVIDING CONSTRUCTIVE FEEDBACK ON
PERFORMANCE
Emotional Intelligence
Capability

Emotionally Intelligent Effective Leadership Practices

9. Accurately discern the
development needs of
others, empathetically
communicate these
and assist others to
develop accordingly

Leaders practicing this capability:
 Ensure that the assessment of individuals and their development
needs is fair and candid;
 Provide individuals with constructive but honest feedback
regarding their work performance and development needs;
 Ensure that feedback is provided empathetically and without
malice or bias;
 Assist others to plan and implement appropriate development
strategies and initiatives; and
 Provide coaching and mentoring.

10. Acknowledge and
reward the
developments and
achievements of
individuals, the team
and the
department/institution

Leaders practicing this capability:
 Regularly communicate developments and information about the
strategic vision/direction;
 Regularly communicate developments and achievements about
and to individuals, the team and the department/institution; and
 Recognise and reward the efforts of individuals, the team and the
department/institution.

Table 5.4 An overview of emotional intelligence capabilities and practices related to ‘Communicating
developments and providing constructive feedback on performance’ for leadership in a higher education
context.
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The fifth leadership competency framework practice investigated in this study was
‘Proactively promoting the interests of the department/institution within and
external to the university, respecting existing culture but seeking to advance
values through a vision for the department/institution’. This leadership
competency framework practice incorporates two perspectives. The first
perspective encompasses a notion of public relations, promotion and
communication that transpires both internally and external to the
department/institution. The second perspective focuses on generating a strategic
vision/direction for the future of the department/institution that will progress the
department/institution and thereby provide greater potential for successfully
marketing the department/institution. This notion of conceiving a strategic
vision/direction that transcends the existing status of the department/institution
was supported by the case study participants with comments including:
I think leadership has to be about having ideas and about generating
ideas and a vision of where you’re moving to or where you want to
move to but it does also have to involve some kind of boldness I think
some kind of confidence about setting a direction. (Jacqueline, PreIntervention Interview)
It (good leadership) can be the broad vision, my own Head of School I
think is a great example of somebody with broad vision, terrific new
ideas lots of energy always willing to look for an opportunity and to
build something big so not at all confined to where he’s at now.
(Noreen, Pre-Intervention Interview)
A good or effective leader is someone who can see where they are at,
dream where they want to be and then strive to get there. It obviously
takes a lot of courage and the good leaders are those who are
constantly challenging themselves and others to pursue what they
want to do. I think it comes down to that strategic planning, that the
leader is really the one with the vision and actively working with their
staff to pursue the vision and progress the organisation. (Roger, PreIntervention Interview)
For me leadership is being able to look forward and to see the bigger
picture and being able to then lead others to where you want to go or
where you think the organisation or the department needs to go.
(Mackenzie, Pre-Intervention Interview)

While the relevance of this leadership competency framework practice was
supported by the participants in this research study, the identification of emotional
intelligence competencies and abilities for this practice was limited. Only two of
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the eleven case study participants made any explicit association of this element of
leadership practice to emotional intelligence competencies or abilities. A synthesis
of the relevant emotional intelligence competencies and abilities that were
identified to be fundamental to this leadership competency framework practice
and the interview comments and suggestions from the case study participants has
resulted in the generation of two emotional intelligence capabilities related to ‘Proactively promoting the interests of the department/institution within and
external to the university, respecting existing culture but seeking to advance
values through a direction/strategic vision for the department/institution’. Table
5.5 details these two emotional intelligence capabilities and presents examples of
practices that might be indicative of emotionally intelligent effective leadership in
regard to this leadership competency framework practice in a higher education
context.

PROACTIVELY PROMOTING THE INTERESTS OF THE DEPARTMENT/INSTITUTION WITHIN
AND EXTERNAL TO THE UNIVERSITY, RESPECTING EXISTING CULTURE BUT SEEKING TO
ADVANCE VALUES THROUGH A DIRECTION/STRATEGIC VISION FOR THE
DEPARTMENT/INSTITUTION
Emotional Intelligence
Capability
11. Promote and
communicate the
strategic
vision/direction and
consequent
achievements of the
department/ institution
within and external to
the university

Chapter 5

Emotionally Intelligent Effective Leadership Practices
Leaders practicing this capability:
 Network both within and external to the university to proactively
promote the department’s/institution’s strategic vision/direction
and consequent achievements;
 Ensure representation at forums deemed to be advantageous to
the promotion and progression of the department/institution; and
 Ensure that department/institution representatives have an
accurate and consistent understanding of the strategic
vision/direction and consequent achievements of the
department/institution and are able to clearly communicate this
knowledge to others.
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PROACTIVELY PROMOTING THE INTERESTS OF THE DEPARTMENT/INSTITUTION WITHIN
AND EXTERNAL TO THE UNIVERSITY, RESPECTING EXISTING CULTURE BUT SEEKING TO
ADVANCE VALUES THROUGH A DIRECTION/STRATEGIC VISION FOR THE
DEPARTMENT/INSTITUTION
Emotional Intelligence
Capability

12. Generate and
encourage a
progressive strategic
vision/direction for the
future that will
advance the
department/institution.

Emotionally Intelligent Effective Leadership Practices
Leaders practicing this capability:
 Engage in ongoing assessment of department systems and
processes with a view to enhancing and developing current
practices;
 Welcome feedback and suggestions for advancing the
department/institution;
 Influence and appropriately manage leaders and peers;
 Focus on the ‘big picture’ and long term goals and don’t get
caught up in the ‘politics’ of others and/or the
department/institution;
 Contextualise and keep perspective of issues and problems
without exaggeration or sensationalising the circumstances; and
 Empathetically lead staff toward achieving the strategic
vision/direction for the department/institution.

Table 5.5 An overview of emotional intelligence capabilities and practices related to ‘Proactively promoting
the interests of the department/institution within and external to the university, respecting existing culture but
seeking to advance values through a vision for the department/institution’ for leadership in a higher education
context.

5.2.2

The Relevance of Emotional Intelligence for Styles of
Leadership in a Higher Education Context

The reviewed literature suggests that there are three predominant styles of
leadership that have applicability to leadership in a higher education context these
being transformational, transactional and distributed leadership styles. The
findings from this research study suggest that transformational leadership and the
more inclusive notion of distributive leadership have the greatest resonance with
emotionally intelligent leadership in higher education. Transformational
leadership was identified by ten of the eleven case study participants to be an
applicable and appropriate style of leadership for the higher education context.
The aspects of transformational leadership that were synonymous with effective
leadership in this research study were those espoused by Pounder (2001)
pertaining to the following six dimensions:
1. Inspirational motivation. The leader acts as a model for subordinates,
communicates a vision and engenders confidence in his/her vision and values.
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2. Integrity. The leader “walks the talk”, followers perceive a high degree of
congruence between the leader's words and those expressed through action.
3. Innovation. The leader is prepared to challenge existing constraints and
processes by taking risks and experimenting. The leader encourages followers
to take risks and experiment and treats mistakes as opportunities for learning
rather than censure.
4. Impression management. The leader is keen to celebrate subordinates'
achievements and genuinely cares for them as people.
5. Individual consideration. The leader coaches and mentors, provides
continuous feedback and links organisational members' needs to the
organisation’s mission.
6. Intellectual stimulation. The leader stimulates followers to rethink old ways of
doing things and to reassess their old values and beliefs. Followers are
provided with interesting and challenging tasks and encouraged to solve
problems in their own way.

Distributive leadership which is a style of leadership that centers around
leadership practice and the negotiation of leadership roles and responsibilities
rather than a hierarchical or positional ‘super’ leader was identified by eight of the
eleven case study participants to be an applicable and appropriate style of
leadership for the higher education context. The aspects of distributive leadership
that were found to be indicative of effective leadership in this research study were
that individuals as members of a collective:
1. Contribute knowledge and expertise and have a unique and important role to
play in the realisation of a shared vision and subsequent implementation of
this vision.
2. Engage in the collegial sharing of responsibility for leadership.
3. Negotiate and identify their leadership roles and responsibilities in regard to
particular circumstances and achieving the desired outcomes.
4. Focus on developing the leadership capacity of the collective rather than just
developing a select few.
5. Participate in decision making and identifying the potential and/or
opportunities within the department/institution for innovation and
advancement.
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5.3

RQ2: What Aspects of Emotional Intelligence Should be

Included in Leadership Capacity Development Initiatives in a
Higher Education Context?
The findings of this research investigation suggest that the aspects of emotional
intelligence that were found to be most relevant to the five leadership competency
framework practices that were explored in this study should be explicitly
addressed in leadership capacity development initiatives in the higher education
context. Leadership capacity development initiatives should include a content
focus that addresses the five areas of leadership practice and the twelve leadership
capabilities that have been identified in this study.

Sound leadership capacity development initiatives should evolve from a
curriculum of evidence-based learning outcomes, and knowledge and skill
objectives. In recognition of this requirement Table 5.6 to 5.10 presents the
evidence-based emotional intelligence capabilities, learning outcomes and
knowledge and skill objectives that have been identified as appropriate for
developing the five leadership competency framework practices in higher
education. The outcomes and objectives have been derived from a synthesis of the
findings in this research study. Using NVivo the most relevant emotional
intelligence abilities and competencies for each of the leadership competency
framework practices in higher education, gleaned from the eleven case studies,
were identified. These identified emotional intelligence abilities and competencies
were synthesised and then rationalised as either content outcomes or knowledge
and skill objectives that are presented as a program for developing each of the five
leadership competency framework practices. This ensuing detailed curriculum has
been presented in Tables 5.6 to 5.10 and provides a guide to the aspects of
emotional intelligence that should be included in leadership capacity development
initiatives in a higher education context.
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CONTENT FOCUS: PROVIDING A CLEAR SENSE OF DIRECTION AND/OR STRATEGIC
VISION
Capabilities Addressed




Generate a vision and associated strategy that strives to meet the needs and advance the
capability of the individual, team, department and institution.
Regularly communicate the vision and associated strategy so that key stakeholders have a
shared understanding of what is to be achieved and how it will be achieved.
Inspire and guide individuals and the team to achieve the shared vision and associated
strategy.

Content Outcomes
1. Understand the need and importance of a vision and associated strategic plan for guiding the
actions of others.
2. Recognise the critical elements of a vision and strategic plan and have an awareness and
practical acumen in designing these elements.
3. Identify the principles of effective communication.
4. Appreciate the factors and traits of effective leaders and the relevance of these in inspiring and
guiding others.
Knowledge Objectives
1.
2.
3.
4.
5.

Importance and elements of a vision and strategic plan.
Considerations for developing a vision and strategic plan.
Leadership styles and their merit in inspiring and guiding others.
Factors for engaging and motivating others.
Principles of effective communication.

Skill Objectives
Self management:
-

Achievement and drive to improve social awareness
Empathy
Organisational awareness

Social skills:
-

Leadership
Communication
Team work and collaboration

Table 5.6 A detailed guide of the aspects of emotional intelligence that should be included in leadership
capacity development initiatives in a higher education context to address the leadership competency
framework practice ‘Providing a clear sense of direction and/or strategic vision’.
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CONTENT FOCUS: CREATING AND FOSTERING A POSITIVE COLLABORATIVE WORK
ENVIRONMENT WHERE STAFF SUPPORT AND FACILITATE THE DIRECTION SET
Capabilities Addressed




Accurately identify and interpret the needs, interests, abilities and concerns of others and
appropriately manage, utilise or develop these to promote productivity and success for the
individual, team and department/institution.
Understand their own strengths and limitations and responsibly moderate their behaviour in
leading and inspiring others to achieve a shared strategic direction/vision.
Establish and promote an optimistic, collegial and collaborative work environment where
individuals and the team are encouraged to achieve the shared strategic direction/vision.

Content Outcomes
1. Identify the elements and factors of a positive collaborative work environment.
2. Establish the leadership concepts that nurture and hinder a positive collaborative work
environment.
3. Appreciate the role and influence of leaders in creating and fostering a positive collaborative
work environment.
Knowledge Objectives
1.
2.
3.
4.

Factors conducive to a productive work environment.
Leadership traits and practices to nurture a positive collaborative work environment.
Mentoring and coaching.
Principles and strategies for conflict management and resolution.

Skill Objectives
Self Awareness:
-

Accurate self assessment

Social awareness:
-

Empathy
Identify and understand emotions in
others

Self Management:
-

Self control
Regulate and manage one’s own emotions
Conscientiousness

Social skills:
-

Leadership
Developing others
Conflict management
Synergy in teamwork

Table 5.7 A detailed guide of the aspects of emotional intelligence that should be included in leadership
capacity development initiatives in a higher education context to address the leadership competency
framework practice ‘Creating and fostering a positive collaborative work environment where staff support and
facilitate the direction set’.
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CONTENT FOCUS: HAVING INTEGRITY AND CREDIBILITY, BEING CONSIDERATE,
TRUSTWORTHY AND EMPATHETIC, TREATING STAFF FAIRLY AND ACTING AS A ROLE
MODEL
Capabilities Addressed



Maintain a high standard of conduct that provides a positive role model for others.
Behave in an appropriate and professional manner that instills the trust of others.

Content Outcomes
1. Appreciate the importance of high personal standards and being a positive role model.
2. Identify personal standards for work conduct and indicators and manifestations of these in the
work context.
Knowledge Objectives
1. Traits and practices of effective leaders.
2. High personal standards to attract loyalty, trust and commitment from others.
3. Importance of trust and strategies to build trust in the workplace.
Skill Objectives
Self Management:
-

Self control
Trustworthiness
Conscientiousness

Social Awareness:
-

Empathy

Social Skills:
-

Appropriately manage other’s emotions

Table 5.8 A detailed guide of the aspects of emotional intelligence that should be included in leadership
capacity development initiatives in a higher education context to address the leadership competency
framework practice ‘Having integrity and credibility, being considerate, trustworthy and empathetic, treating
staff fairly and acting as a role model’.
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CONTENT FOCUS: COMMUNICATING DEVELOPMENTS AND PROVIDING CONSTRUCTIVE
FEEDBACK ON PERFORMANCE
Capabilities Addressed



Accurately discern the development needs of others, empathetically communicate these and
assist others to develop accordingly.
Acknowledge and reward the developments and achievements of individuals, the team and the
department/institution.

Content Outcomes
1. Identify the purpose, importance and strategies for performance monitoring, review and
management.
2. Appreciate the significance and elements of communicating developments and acknowledging
achievements.
Knowledge Objectives
1.
2.
3.
4.

Levels of monitoring and strategies to promote team effectiveness.
Strategies and systems for performance review.
Professional development strategies and processes.
Formal and informal communication.

Skill Objectives
Self Management:
-

Trustworthiness

Social Awareness:
-

Empathy

Social Skills:
-

Developing others
Communication
Identify, understand and manage
emotions in others

Table 5.9 A detailed guide of the aspects of emotional intelligence that should be included in leadership
capacity development initiatives in a higher education context to address the leadership competency
framework practice ‘Communicating developments and providing constructive feedback on performance’.
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CONTENT FOCUS: PROACTIVELY PROMOTING THE INTERESTS OF THE
DEPARTMENT/INSTITUTION WITHIN AND EXTERNAL TO THE UNIVERSITY, RESPECTING
EXISTING CULTURE BUT SEEKING TO ADVANCE VALUES THROUGH A VISION FOR THE
DEPARTMENT/INSTITUTION.
Capabilities Addressed



Promote and communicate the vision/strategic direction and consequent achievements of the
department/institution within and external to the university.
Generate and encourage a progressive vision for the future that will advance the
department/institution.

Content Outcomes
1. Appreciate the value and opportunities for promoting the department/institution.
2. Recognise the importance and potential for progress and innovation across the
department/institution.
Knowledge Objectives
1. Networking – relevance, strategies and opportunities.
2. Significant factors in facilitating change and improvement.
3. What is innovation and how can it be achieved.
Skill Objectives
Social Awareness:
-

Empathy
Organisational awareness

Social Skills:
-

Leadership
Synergy in teamwork
Identify, understand and manage
emotions in others

Table 5.10 A detailed guide of the aspects of emotional intelligence that should be included in leadership
capacity development initiatives in a higher education context to address the leadership competency
framework practice ‘Proactively promoting the interests of the department/institution within and external to the
university, respecting existing culture but seeking to advance values through a vision for the
department/institution.’

Across the curriculum presented in Tables 5.6 – 5.10, emotional intelligence
competencies related to self management, social awareness and social skills have
surfaced as the most pertinent aspects of emotional intelligence that should be
included in leadership capacity development initiatives in a higher education
context. The significance of these competencies were explained by the case study
participants to be related to social awareness that is particularly aligned to
empathy, appropriate self management that ensures a positive and productive
outcome and social skills that are enhanced by sound interpersonal relationship
practices.
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The concept of social awareness that was highlighted as an aspect of emotional
intelligence that should be included in leadership capacity development initiatives
was in regard to developing an appreciation of the relevance and importance of
empathy. Case study participants reinforced the need for leaders to be accurately
and acutely aware of how their actions can impact on others and why certain
individuals might behave or react in a certain way. Armed with this
understanding, the emphasis was then for the leader to ensure that he or she
managed the situation and behaviour of themselves and others appropriately to
achieve a beneficial outcome. Comments reinforcing this included:
Being in tune with what other people are thinking and feeling and
being able to predict how they might react to a certain thing which
gives you some strategies to head off that potential issue. Like you
know that person is going to feel threatened by XYZ so how can I
know the way they function so how can I couch this how can I make
this appealing to them what would motivate them I’ll appeal to that
instead. (Joanne, Post-Intervention Interview)
I guess to me the kind of word that I would use for that is empathy,
being able to understand how somebody else feels and is likely to
react ... I keep saying this word empathy, they [leaders] need to be
able to put themselves in somebody else’s shoes and imagine what it’s
like for them. (Noreen, Pre-Intervention Interview)
They need to have the capacity to be able to detect and be able to
enter into the worlds of other people and understand what is actually
being experienced by people who are on the receiving end of some of
their decisions and to be able to respond appropriately in terms of
managing those aspects of professional life. (John, Pre-Intervention
Interview)

The notion of self management that was highlighted as an aspect of emotional
intelligence that should be included in leadership capacity development initiatives
was in regard to appropriate self management that ensures a positive and
productive outcome. Case study participants reinforced the fact that appropriate
self management would not necessarily align to the easy response. Rather, the
strongly supported view was that sometimes the leader needed to engage in a
management tact that would not be commensurate with what the individual or
they themselves would be comfortable with but that the most appropriate response
that would ensure a positive and productive outcome needed to be delivered.
Comments explaining this included:
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I don’t think it is always appropriate to tailor your behaviour to suit
the needs or desires of a person based on their emotions, I think
sometimes especially as a leader you need to say look please put your
emotions aside just now, here’s what we have to do. (Jacqueline, PreIntervention Interview)
In a leadership sense emotional intelligence is a person’s ability to
separate their own feelings from what needs to happen. So if you have
to have an unpleasant conversation with someone you have to
separate your emotions from that situation and just do it. (Simon, PreIntervention Interview)

Finally, the concept of social skills that was highlighted as an aspect of emotional
intelligence that should be included in leadership capacity development initiatives
was in regard to sound interpersonal relationship practices. These practices were
invariably related to and espoused effective communication skills that are needed
to develop, inspire and manage others to achieve a shared goal. One case study
participant comprehensively explained this collective opinion with the comment:
I’ve always been aware that communication is the key to solving most
problems and almost all problems if not all problems are due to some
communication problem and emotional intelligence provides a
foundation for that communication to happen ... in order to exercise
leadership, to effect change and do it in a positive way where
everybody is working towards whatever clear vision there is
established you need to have that buy-in you need to have the
emotional buy-in from people so that they all believe that it’s the
worthwhile thing to do, so that you have a cohesive effort that
everyone is trying to achieve. (Simon, Post-Intervention Interview)
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5.4

RQ3: How Can Emotional Intelligence for Leadership in a
Higher Education Context be Developed?

Across the eleven case studies the strategies identified as most effective for
developing emotional intelligence for leadership in a higher education context
were:


Authentic tasks;



Initiatives that develop an awareness and deepened understanding of the
constructs of emotional intelligence for leadership; and



Reflective practice.

The perceived benefit of the authentic tasks was that they enabled the case study
participants to ‘practice’ emotionally intelligent leadership and compelled them to
formulate solutions to problems that they might genuinely encounter in the
context of leadership in higher education. In most cases these authentic tasks
provided opportunities for the case study participants to engage in leadership, and
practice emotional intelligence that they otherwise would not have encountered.
The authentic tasks also enabled the participants to identify leadership strategies
that are effective and applicable in a higher education context and those that are
not as effective and require modification. The benefit of practicing and engaging
in a “trial and error” rehearsal of emotionally intelligent leadership was endorsed
by several of the case study participants with comments including:
It’s really a case of building a set of experiences that have
precedence’s and knowing that I’ve now done this I’ve done this
before and I know what I need to do I know what works and what
doesn’t. (Simon, Post-Intervention Interview)
The project forced me to work with this group that I wouldn’t
otherwise have worked with ... and that created opportunities to
practice emotional intelligence to practice leadership. (David, PostIntervention Interview)
Through practice and being given the opportunities to go and play
with a project that might not be mission critical but is still significant
enough to warrant a serious level of engagement from all parties and
to really get your hands dirty and learn through trial and error the
sorts of things that work and don’t work. (Skye, Post-Intervention
Interview).
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In recognising the virtues of authentic tasks, participants also rationalised that the
authentic tasks need to have real-world relevance and be aligned to core business
so that engagement in these task(s) would not substantially increase their
workload. Additionally, an advantage of engagement in authentic tasks was
perceived to be the fact that it enabled individuals to reflect on their experiences
which further contributed to their awareness and development of emotional
intelligence for leadership. Reflective practice was identified as an important
strategy that participants could learn from because it compelled them to
contemplate not only the effectiveness of the strategies they were employing but
also why these strategies were effective or not effective, and how the strategies
might be enhanced in the future. Comments elucidating this included:
It’s that conscious thing about looking at a situation and going oh gee
I didn’t go well there what went wrong and how can I improve that for
next time and then the next time it does happen you actually
consciously make a change to the way you react or the way you
behave. (Joanne, Post-Intervention Interview)
Active reflection and learning on the job or learning through
experience, being able to reflect on that and make connections
between things that I’ve read or things that people have said, being
able to spend time reflecting after not necessarily key incidents but
just after interactions with people, be it meetings or one on one
consultations with people or with groups. Just spending time
reflecting on what transpired and people’s responses and comments
and those sorts of things. (Mackenzie, Post-Intervention Interview)

The case study participants perceived that reflective practice was most successful
when it was facilitated through a community of practice, coaching or mentoring
activity. The benefit of these activities was that they enabled participants to
engage in conversations with others who had contextual and relevant experience
and knowledge to share and from which the case study participants could learn.
The fact that these communities of practice, coaching and mentoring activities
were designed to be driven by the case study participants meant that the
conversations that transpired were timely and the discussions focused on actual
tangible experiences, successes and challenges that were being encountered by the
case study participants. The informal and non-judgemental environments that the
communities of practice, coaching and mentoring activities availed was also
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identified as highly conducive to leadership capacity development. Comments
reinforcing these benefits included:
I’m also interested in finding out about other people’s thoughts and
what they perceive leadership to be and if their perceptions of
leadership reinforce my own thoughts on leadership but if it doesn’t
that’s not a problem either because I’ll have the opportunity to learn
about other issues to do with leadership and extend my understanding
and enhance my learning process. (Roger, Pre-Intervention Interview)
The thing that is so fantastic is that there’s a group of people there
who are non-judgemental who know what you’re talking about,
they’ve been in the same situation and they speak the same language
and you can run things past them and you know it’s a safe
environment that you can test out stuff ... it’s about having someone
there to whom you can just talk through a problem and have them just
sit there and help you reflect on it and how you are going to deal with
it. (Noreen, Post-Intervention Interview)
It’s being able to take particular lessons or experiences that you’ve
had and then being able to discuss them with someone who has got
leadership experience and then learning the valuable lessons out of
that ... Access to some really good role models and people with
experience my mentor was fantastic and I was able to meet with her
regularly and she was open to discussing anything and not just the
project I was working on but the broader aspects of leadership and
management. That was critical. (Mackenzie, Post-Intervention
Interview)

The professional development and training activities and completion of the
MSCEIT assessment were both acknowledged, by the case study participants, as
viable and effective means of initiating awareness and deepening understanding
about emotional intelligence for leadership in a higher education context. The
professional development and training activities were valued by the case study
participants primarily because they enabled an opportunity for these individuals to
take the time, and provided them with the resources to be able to learn about and
develop understandings of leadership in the higher education context. The
sessions that were facilitated across the professional development and training
programmes were highly interactive and sought to continually engage participants
in self reflection and self assessment. The value of these affordances of the
professional development and training programmes was acknowledged by the
case study participants with comments including:
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The retreat that we had as part of the project was very helpful. I think
through the actual retreat programmes I certainly got very useful and
helpful theoretical information and also information from peers which
was useful. (Mackenzie, Post-Intervention Interview)
Having different sorts of programmes where you go away and you do
a lot of self reflection and self evaluation and group work. (Skye, PostIntervention Interview)

Tools such as the MSCEIT avail a level of self awareness of one’s own emotional
intelligence capability and provide an impetus for developing a greater
understanding about emotional intelligence as it relates to the individual’s practice
of leadership. The value of tools that provide performance feedback which can
subsequently be used to inform and guide individual development, and formal
leadership and training programmes was well supported in the reviewed literature
(Frearson 2003; Burgoyne, Hirsh & Williams 2004; Bolden, Petrov & Gosling
2008; Burgoyne, Mackness & Williams 2009; Fielden 2009). In this research
investigation, case study participants echoed these sentiments with specific regard
to developing emotional intelligence for leadership. The principal virtue of these
initiatives was perceived to be the awareness and understanding of emotional
intelligence that they availed. Comments to support this included:
Doing the emotional intelligence test was very helpful because I didn’t
actually know a lot about emotional intelligence before that and
certainly I had no insight into my own emotional intelligence before
that. I knew a little bit about it before I came into the project but it
wasn’t until I actually did the emotional intelligence test and
discussed it with the other scholars and project leaders that I really
had any good understanding of what it was about. That’s just sort of
raised a level of consciousness about emotional intelligence and how
it can be used and how important it is. (Mackenzie, Post-Intervention
Interview)
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5.5

RQ4: Is there any Relevance Between Job Satisfaction

and Emotional Intelligence or Leadership Practice in a Higher
Education Context?
An analysis of the quantitative and qualitative data collected in this research study
indicates that there is a significant correlation among job satisfaction, emotional
intelligence and leadership practice. This significant correlation supports an
hypothesis that participants who regularly practice emotionally intelligent
leadership are more satisfied and like their role the majority of the time and are
‘Not Eager to Change’ their current role but would if they could get a better role
in their institution. In addition the qualitative correlations across the eleven case
studies also suggest that engagement in the leadership capacity development
initiative increased the overall institutional job satisfaction of participants.

Across the eleven case studies NVivo was used to correlate emotional intelligence
competencies and abilities against the results of participants’ job satisfaction
surveys. This analysis highlighted the fact that there was a significant correlation
between positive job satisfaction and the emotional intelligence competencies of
self awareness, self management, social awareness and social skills.

Quantitative data analysis examining the relevance between job satisfaction and
emotional intelligence, as measured by the MSCEIT, was also undertaken. A
paired sample t-test using the statistical analysis software package SPSS was
conducted with the quantitative job satisfaction and emotional intelligence data
(More information about the analysis of the quantitative data in this research study
is provided in Section 3.5.1.4). The pre and post-intervention MSCEIT assessment
scores were compared against the pre and post-intervention coded job satisfaction
responses. In analysing the paired sample t-test results, a two tailed measure of
0.05 or less was considered to be significant and a measure of 0.01 or less was
considered to be highly significant. The results of the paired sample t-test
indicated that emotional intelligence was a highly significant factor in relation to
an individuals’ feelings about their role with the average of the two tailed
measures between the MSCEIT scores and the job satisfaction item related to an
individual’s feelings about their role being 0.003. The results of the paired sample
t-test also implied that emotional intelligence was a significant factor in relation to
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how much of the time an individual was satisfied in their role. The average of the
two tailed measures between the MSCEIT scores and the job satisfaction item
related to how much of the time an individual was satisfied in their role being
0.02. This decisive significance, arising from the quantitative analysis of job
satisfaction and emotional intelligence data, endorses the findings from the
qualitative data analysis. Thus there is strong support for an assertion that in a
higher education context leaders utilising emotional intelligence competencies are
more satisfied and like their role most of the time. The paired sample t-test also
highlighted the fact that emotional intelligence has little or no relevance on how
long an individual sees themselves in their role with an average significance
measure of 0.25 or how an individual feels about changing their role with an
average significance measure of 0.55.

In regard to institutional job satisfaction the paired sample t-test identified that
emotional intelligence is a highly significant factor in relation to how challenging
and worthwhile individuals see the work they do. The average of the two tailed
measures between the MSCEIT scores and the institutional job satisfaction item
related to how challenging and worthwhile individuals see the work they do being
0.001. The results of the paired sample t-test also implied that emotional
intelligence is a highly significant factor in relation to the sense of worth and
achievement that individuals feel about the work they do. The average of the two
tailed measures between the MSCEIT scores and the institutional job satisfaction
item related to the sense of worth and achievement that individuals feel about the
work they do being 0.004.

Across the eleven case studies NVivo was also used to examine the relationship
between the leadership competency framework practices and job satisfaction. This
analysis found that there was a significant correlation between positive job
satisfaction and the leadership competency framework practices:


providing a clear sense of direction and/or strategic vision;



creating and fostering a positive collaborative work environment where staff
support and facilitate the direction set; and



having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model
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Participants who were regularly engaging in these leadership practices were more
satisfied and liked their role most of the time and were ‘Not Eager to Change’
their current role but would if they could get a better role in their institution.

A summary of the quantitative and qualitative analysis undertaken to identify the
relevance between job satisfaction, emotional intelligence and effective leadership
practice in a higher education context, suggests that:
1. Emotional intelligence competencies of self awareness, self management,
social awareness and social skills are the most pertinent aspects of emotional
intelligence for leadership and job satisfaction in a higher education context.
2. Job satisfaction is most relevant in regard to the leadership competency
framework practices:
- Providing a clear sense of direction and/or strategic vision.
- Creating and fostering a positive collaborative work environment where
staff support and facilitate the direction set.
- Having integrity and credibility, being considerate, trustworthy and
empathetic, treating staff fairly and acting as a role model
3. Emotional intelligence has the greatest bearing on job satisfaction related to:
- the amount of time an individual is satisfied in their role;
- an individual’s feelings about their role;
- how challenging and worthwhile individuals see the work they do; and
- the sense of worth and achievement that individuals feel about the work
they do.
4. Individual leaders who engage in emotionally intelligent leadership practices
are more likely to have high positive job satisfaction.

A synthesis of the qualitative and quantitative analysis of data in this research
study has resulted in the generation of two hypotheses:
H1: Emotional intelligence is central to effective leadership in higher education
H2: Leaders regularly practicing emotional intelligence will have greater job
satisfaction.

These proposed hypotheses, encapsulated in the developed framework that has
been illustrated in Figure 5.2, are concerned with an individual’s sphere of
influence and engagement. These hypotheses attempt to typify the
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interrelationships that this research study identified, exist between job satisfaction,
emotional intelligence and the leadership competency framework practices in a
higher education context. In Figure 5.2 the emotional intelligence layer, layer two,
contains the most pertinent emotional intelligence capabilities that this research
investigation identified were significant for leadership and job satisfaction in the
higher education context. The leadership practice layer, layer three, comprises the
three leadership competency framework practices that were identified through the
analysis of data to be most appropriate for leadership and job satisfaction in the
higher education context. Finally, the job satisfaction layer of this model, the outer
layer, comprises the elements of job satisfaction that were found to be highly
significant factors related to emotional intelligence and the leadership competency
framework practices in higher education. The inner layer, layer one, is the nucleus
and foremost goal for practicing and promoting the outer layers of emotional
intelligence, effective leadership practices and job satisfaction.
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Figure 5.2 The relationship between job satisfaction, leadership practice and emotional intelligence for
effective leadership in a higher education context.

The illustrated framework in Figure 5.2 supports a view that each layer associated
with an aspect of emotional intelligence, job satisfaction or leadership practice has
an influential bearing on the layer(s) that it envelops and that encircle it and the
combined impact of the three layers determine the effectiveness of the higher
education leader. In essence what this hypothesis is also suggesting is that an
individual leader who is cognizant of emotional intelligence principles, and
employs sound emotionally intelligent leadership practices will subsequently have
heightened job satisfaction.
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CHAPTER SIX:
DISCUSSION AND CONCLUSIONS

6.1

Chapter Overview and Introduction

Chapter 5 answered the research questions that have guided this investigation.
This chapter presents a synopsis of lessons learned and dilemmas identified as a
result of this study with particular reference to the implications of these for future
practice. Suggestions for further research are outlined and the chapter concludes
with several recommendations for the enhancement of current and future leaders
in higher education. Figure 6.1 provides an overview of this chapter

6.2 Lessons Learned: Provides a perspective of knowledge and understandings gained
as a result of this research investigation.

6.3 Dilemmas Identified: Articulates the contradictions and tensions that have been
detected as a result of this study.

6.4 Further Research: Establishes the potential for future investigation in regard to
emotional intelligence for leadership in a higher education context.

6.5 Conclusion: Presents four propositions that are presented as a succinct summary of
the findings that have resulted from this research investigation.
Figure 6.1 Chapter 6 overview
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6.2

Lessons Learned

There were a number of expected and unexpected discoveries made throughout
this research investigation that are noteworthy and as such should be explicitly
described these included:
1. The assertion that an awareness of emotional intelligence can enhance an
individual’s leadership performance and capacity.
2. One off leadership capacity development initiatives do not work. The most
effective leadership capacity development initiatives are those that are
ongoing, sustainable and affordable and underpinned by sound, evidencebased principles.
3. Job satisfaction has been shown to be an important commodity in
organisations. The reviewed literature and findings from this research
investigation suggest that job satisfaction can be enhanced. Strategies for
achieving this enhanced job satisfaction include developing emotional
intelligence and providing opportunities for individuals to engage in
leadership capacity development.
4. Performance assessment tools should be used as a means of providing
individuals with valuable feedback on their performance that they can then use
to inform subsequent leadership capacity development. However, a critical
requirement in this process is for the individual to willingly accept the
feedback that the assessment provides and commit to subsequent development
in light of this feedback.
5. In these current economic times and in light of decreasing funding being
provided to institutions there is a need for leaders to proactively promote their
institutions in the education market.

6.2.1

Awareness of Emotional Intelligence can Enhance Leadership
Performance and Capacity

In their study of emotional awareness and emotional intelligence in leadership
training Ashkanasy and Dasborough (2003) found that emotional intelligence was
a highly significant factor in individual leadership performance. Scott, Coates and
Anderson (2008) in their study, situated in the higher education context, found
that a specific set of emotional intelligence capabilities were critical for effective
leadership in higher education. This research investigation not only reinforced the
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findings of both these studies but also found that even a rudimentary awareness of
emotional intelligence can have a significant impact on an individual’s
performance and leadership capacity.

The majority of the case study participants in this research investigation, indicated
that they had little if any knowledge or understanding of emotional intelligence
prior to engagement in this project. While the term emotional intelligence was an
idiom that many had heard of, the implication of this jargon was not necessarily
clear. Comments affirming this included:
Until you mentioned it [emotional intelligence]when you were here at
Flinders the first time I’d never heard of it before at all. (Simon, PreIntervention Interview)
I know nothing except that it’s a term I’ve heard and I’m really
interested to find out more about what it means. (Joanne, PreIntervention Interview)

However, just a very basic awareness of this construct, that resulted from the
facilitation of emotional intelligence information sessions at the initial
professional development and training workshop and completing the emotional
intelligence online assessment (the MSCEIT), was sufficient to evoke an
understanding of emotional intelligence that subsequently and almost immediately
impacted on individuals’ work practice and personal interactions. The concept of
emotional intelligence resonated with the case study participants straight away.
Many accepted the rationale of emotional intelligence because it seemed a logical
construct that had clear relevance to the work context and experiences of
participants and due to the fact that the underpinning concepts were relatively
easy to enact. An awareness of emotional intelligence very quickly manifested in
case study participants’ considerations about how their emotions might be
impacting on a situation or others, and accordingly attuning their behaviour to
appropriately respond to these contemplations. This practice was typified in the
comments:
Up until I did the test that you sent I didn’t have a huge idea [of
Emotional intelligence] I had vague ideas and didn’t really realise
that there was this whole area of study. Emotional intelligence on one
level to me is common sense that you’re actually using your other
senses not just your head to make decisions. You’re being aware of
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what’s happening around you in personal circumstances. I have
understood that not everybody has attuned ability to do that, to walk
into a room and go okay something’s wrong in here, what’s going on.
In practice somebody who has a high level of emotional intelligence is
tuned into more than just the words that are being spoken they’re
aware of body language, aware of intonations, they are using all the
sources around them to make decisions. (Skye, Pre-Intervention
Interview)
The whole process of you testing us certainly has heightened my
awareness about it [emotional intelligence]. So I’ve been put in a
place where I’ve been challenged to do things like listen more
carefully and tap into others. I’ve become more sensitive to issues and
aware. (John, Post-Intervention Interview)

It is not difficult to practice emotional intelligence because it is an approach that
does not require anything more than a basic awareness of the paradigm and it’s
underpinning concepts together with a willingness to apply these emotional
intelligence concepts to life situations. In this study, the professional development
and training workshops provided a forum through which the case study
participants could gain an understanding of emotional intelligence and explore
illustrations of the construct in their particular work context. The lecture style
sessions predominantly focused on raising awareness through detailed
explanations of the emotional intelligence concepts and then encouraged
discussion from the participants about how these concepts might manifest in their
particular realm of practice. These sessions were also highly beneficial in
enthusing participants to engage and practice emotional intelligence in their
everyday actions and interactions. Many of the case study participants also
reported how their raised awareness of emotional intelligence assisted them to
develop an appreciation for how to methodically approach, assess and respond to
various situations they might encounter. Comments that encapsulated this benefit
of participants’ engagement in the emotional intelligence tuition and exploration
included:
I guess from my perspective emotional intelligence refers to first being
aware of my emotions not just retrospectively but ideally in real time
as they are happening. The second step probably includes being
aware of how they are influencing me and then thirdly I think it
involves consistently making choices with that awareness of how I
want to behave or act rather than just being a victim to my
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subconscious reactions or responses to those emotions. (David, PreIntervention Interview)
I think it’s about being aware of other people’s emotions, being aware
of your own emotions and making appropriate decisions about what
impact that awareness should have on your actions. (Jacqueline, PreIntervention Interview)

The findings from this study strongly support the importance of emotional
intelligence for leadership in higher education. A subsequent implication from
these findings is that because emotional intelligence is such a critical factor in
effective leadership in higher education it should be an explicit component in
leadership capacity development initiatives. The explicit focus of emotional
intelligence in leadership capacity development initiatives in higher education,
should ensure that knowledge of the emotional intelligence constructs of self
awareness, self management, social awareness and social skills are
communicated. It is also important that the communication and discussion with
participants about these emotional intelligence constructs focuses on specific
examples of how they might manifest in the individual’s particular circumstance.

6.2.2

One Off Leadership Capacity Development Initiatives Do Not
Work

Anderson and Coates (2009) report that individuals engaging in leadership
capacity development have “an overwhelming preference for role-specific,
practice-based, peer-supported and self-managed learning rather than the more
usual one-off, formal and generic workshop-based types of professional learning”
(p37). Despite this fact, historically one off initiatives that centre around formal
engagement in a programme have been employed to enhance leadership capacity
in higher education. Burgoyne, Mackness and Williams (2009) found that the
most popular investment of universities in leadership capacity development
initiates were short courses facilitated within the institution and/or with external
providers. While possibly not the most economical means of facilitating
professional development, these one off professional development initiatives are
controlled and provide a mechanism for ensuring that a scheduled, defined
programme is delivered and participants engage in all of the intended facets of the
planned development.
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The findings of this research investigation support the assertions of Anderson and
Coates (2009). The case study participants recognised that leadership capacity
development is best achieved through an ongoing process of development that
promotes a cycle of 1. awareness of leadership elements required for effective
leadership in the specific context; 2. identification of strategies and mechanisms to
foster development of these leadership elements; 3. practice of the leadership
elements and implementation of the identified strategies in an authentic context; 4.
reflecting on the practice of leadership and identifying areas of practice that need
to be enhanced. This cycle of awareness raising and reviewing – planning –
implementation – reflection - keeps being repeated and is a process to support
ongoing and sustainable leadership capacity development. One case study
participant succinctly proposed this agenda of leadership development with the
comment:
Probably the three words I’d use are awareness, knowledge and
experience. So being aware that there is leadership, being aware that
there is management, being aware that there is emotional intelligence
getting knowledge from yourself about what these are, what different
forms they have how they link together and experience and reflection
so trying different things examining what works examining what didn’t
work going back to the theoretical ideas of this is what I was trying to
achieve but it didn’t work, why not? What did I do what could I have
done and going from there just trying to ever improve! So rather than
just do the same thing every time whether it’s right or not or whether
it works or not examine it afterwards and say well that kind of worked
and that worked because of this reason. (Simon, Post-Intervention
Interview)

This proposed cycle of leadership capacity development involving - awareness
raising and reviewing – planning – implementation – reflection - could be
supported by explicit activities that are intended to enhance each of the four
phases. Initially and intermittently throughout the course of the leadership
capacity development initiative, awareness and review of leadership concepts and
identification of the areas for improvement, can be promoted through formal
training, performance assessments such as 360 degree and emotional intelligence
appraisals, reading leadership articles or books, formal performance reviews and
informal discussions with others. The planning phase involving the design and
identification of strategies and mechanisms to foster leadership development
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could be informed by discussions and consultation with others such as peers,
mentors, coaches, communities of practice or through professional reading and
research. The implementation phase which centers around the practice of
leadership elements and facilitation of the identified development strategies
should be accomplished in an authentic context. In this research study leadership
was practiced in an authentic context through the facilitation of minor projects
that were strategically aligned to the goals of the faculty/department/institution.
This approach proved beneficial to both the individual and the
faculty/department/institution. This is because a faculty/department/institution
strategic need, can be addressed in the process of the individual facilitating their
leadership capacity development. The faculty/department/institution achieves
progress in regard to the project focus and the individual has the opportunity to
experience leadership in an authentic context. The final phase of reflection is often
forgotten or trivially managed however, it is just as important if not more
important than the other phases of this development cycle. The aim of reflection is
to explore what worked and why and what didn’t work and why and identify
elements of leadership practice that require enhancement. Self reflection,
coaching, mentoring or communities of practice are all effective mechanisms that
promote reflective practice.

This cyclic approach to leadership development - awareness raising and reviewing
– planning – implementation – reflection - was supported in the reviewed
literature (Flavell, Jones & Ladyshewsky 2008; Burgoyne, Mackness & Williams
2009). The greatest affordance of this framework is that it doesn’t need to be
formally administered, rather it provides a scaffold for leadership capacity
development that can be managed by the individual with minimal resources
required. In fact it is a model that promotes an ongoing, sustainable and
inexpensive approach to leadership capacity development that is underpinned by
sound, evidence-based development principles.
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6.2.3

Job Satisfaction is Important and Can be Enhanced

Job satisfaction of staff is an important commodity in most organisations,
especially where staff are performing at a high level (Hogan, Curphy & Jogan
1994). Robbins et al. (1998) attest that job satisfaction impacts upon the
productivity, absenteeism, retention and turnover of employees. Atchison (2003)
suggests that factors that contribute to job satisfaction include career development
and growth, exciting and challenging work, meaningful tasks that seem to be
making a difference, being part of a team, and having a good relationship with
team members.

The findings in this research study found that job satisfaction was positively
associated with several practices in the leadership competency framework and
aspects of emotional intelligence. In this research study quantitative data analysis
identified the aspects of emotional intelligence that job satisfaction was most
significantly correlated to. There were two institutional job satisfaction survey
items that surfaced from the paired sample t-tests as most significant, these being
related to individuals seeing the work they do as challenging and worthwhile and
individuals feeling a sense of worth and achievement in the work they do. These
two institutional job satisfaction items were quite similar to two of the factors
proposed by Atchison (2003) as significantly contributing to job satisfaction. The
job satisfaction survey item related to individuals seeing the work they do as
challenging and worthwhile is closely aligned to the exciting and challenging
work factor that Atchison proposed contributes to job satisfaction. Similarly, the
job satisfaction survey item related to individuals feeling a sense of worth and
achievement in the work they do is closely aligned to the meaningful tasks that
seem to be making a difference work factor that Atchison also proposed
contributes to job satisfaction.

The research findings in this study also identified that emotional intelligence,
particularly emotional intelligence related to understanding and managing
emotions, is highly relevant to how much of the time an individual will feel
satisfied in their role and the degree of satisfaction which he or she will have. An
additional finding in this research study was that positive job satisfaction
increased from the pre to post intervention assessments and the degree of
significance between emotional intelligence and job satisfaction also increased.
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What these illuminations concur is that by heightening an individual’s emotional
intelligence there is greater chance of them having enhanced job satisfaction. In
consideration of these findings it is feasible to suggest that if attention is paid to
developing emotional intelligence in leaders this will likely have a flow on effect
of positively enhancing job satisfaction. It is also highly likely that not only did an
increased awareness of emotional intelligence enhance the job satisfaction of the
case study participants but engagement in the leadership capacity development
initiative also contributed to enhanced job satisfaction.

As such, leadership capacity development initiatives such as the intervention
programme implemented in conjunction with this research study and raised
awareness of emotional intelligence is likely to enhance job satisfaction. It was
suggested in the reviewed literature that enhanced job satisfaction promotes an
individual’s productivity, reduces absenteeism and serves to retain individuals
within the organisation for a longer period of time. So by virtue of institutions
offering individuals the opportunity to develop their leadership and emotional
intelligence, for which there are clear institutional benefits to be gained, there is
also the likelihood that job satisfaction will be enhanced which likewise has
potentially significant affordances for the institution.

6.2.4

Performance Assessment Tools are Only Useful if the
Individual is Prepared to Accept the Feedback.

The value of a tool that provides a level of self awareness about one’s capacity
and capability in regard to emotional intelligence for leadership was supported in
both the reviewed literature (Thach 2002; Burgoyne, Mackness & Williams 2009)
and the testaments of case study participants, for example:
Doing the emotional intelligence test was very helpful because I didn’t
actually know a lot about emotional intelligence before that and
certainly I had no insight into my own emotional intelligence before
that. (Mackenzie, Post-Intervention Interview)

However, Day (2001) asserts that performance assessment tools, such as the one
used in this research study to assess emotional intelligence (the MSCEIT), are
only useful as a means of fostering leadership development if the individual is
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willing to accept the feedback that the tool provides and is prepared to change in
light of the feedback. In regard to the MSCEIT a number of the participants
expressed surprise about their results and some even an unwillingness to accept
the credibility of the tool:
[I have a] fundamental dislike for the tool [MSCEIT]. I am convinced
that emotions occur in a social context - and that how I interpret a
picture is entirely determined by my background - or my context.
Context builds understanding. Who is to say that an interpretation of
an emotion is right or wrong based on a single picture? My
interpretation of all of the questions on the tool is constructed inside
me, yet there is a suggestion that my responses can be compared to a
panel of experts? Many of my responses were therefore - ambivalent.
(David 2009, pers. comm. 2 June)

An analysis of the quantitative and qualitative data, related to emotional
intelligence, gathered from the MSCEIT and interview transcripts resulted in
highly similar and complimentary findings. This outcomes suggests that despite
the fact that the MSCEIT was not well accepted by a number of the case study
participants the ensuing results were seemingly justifiable and valid. However,
unless the information from this emotional intelligence assessment is accepted and
internalised by the individual, consequent professional and leadership
development is unlikely. This challenge to accept, the at times confronting
appraisal that eventuated from the MSCEIT, was described by one case study
participant who explained:
I used an awareness of there being such a thing as emotional
intelligence and particularly since I did the test my knowledge that I
have room to grow in emotional intelligence. I sort of thought well,
I’m having a very strong emotional reaction to this and it’s more than
just a reaction to oh people don’t like me, you know that’s not nice but
it’s more the fact that it was my very fundamental beliefs about my
role as an academic that were being challenged and I was having an
emotional reaction to that. Eventually, I won’t say straight away, but
eventually I realised well ok this is an emotional reaction that needs to
be dealt with in emotional terms and so once I started addressing it in
that way it all sort of became a bit clearer. (Jacqueline, PostIntervention Interview)

Interestingly, for individuals to accept an evaluation, particularly one that is
somewhat confronting, they require a strong sense of self awareness and sound
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self management, both of which are fundamental emotional intelligence
competencies. Given this if leadership capacity development initiatives
incorporated a tool such as the MSCEIT it would provide the impetus for
individuals to engage in a process of self-awareness. Subsequently, the results
from such an assessment could be the necessary springboard for these individuals
to employ self management strategies that would enable them to appropriately
respond to the outcomes of the assessment. Of course, the fundamental key to this
strategy for developing emotional intelligence competencies is the need for
individuals to accept the feedback that the tool provides and be prepared to change
in light of this feedback.

There can be apprehension about the use of tools such as the MSCEIT. Most
commonly trepidation arises due to the fact that these tools are perceived as a
punitive means of managing performance or determining career progression.
Recently, these sorts of assessment tools have been used in higher education as a
component of recruitment. To use tools such as the MSCEIT in this way is a total
contradiction of their intended and proposed application. These objective
performance assessment tools should, to reiterate Day’s (2001) warning, only be
utilised strictly as a means of providing insights for the individual to learn from
and to inform their subsequent leadership development. As such, performance
assessment tools particularly those such as the MSCEIT, that enable individuals to
examine their level of emotional intelligence, provide an opportunity for the full
potential of individuals to be realised.

6.2.5

In these Current Economic Times Proactive Promotion of the
Department/Institution Must be Embraced

There is an ongoing concern across the higher education sector about the
provision of government funding and the implications for institutions of a
potential reduction in funding (Everett & Entrekin 1994; Coaldrake & Stedman
1998; McInnis 1999; Marginson & Considine 2000; Bellamy, Morleya & Watty
2003). Scott, Coates and Anderson (2008) report that funding to universities is
decreasing and that the subsequent pressure on institutions to generate new
sources of income has intensified. Given the current volatility of government
funding, institutions are increasingly compelled to embrace marketing and
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promotion to generate and ensure a sustainable income. This institutional shift
will mean that higher education leaders will have to operate in a more
commercialised environment and will subsequently have to develop the skills to
profile and promote their department/institution in the education market.

In this research study this aspect of leadership was investigated in the fifth
leadership practice: Proactively promoting the interests of the
department/institution within and external to the university, respecting existing
culture but seeking to advance values through a vision for the
department/institution.

Interestingly, there was little evidence of this practice transpiring in this
investigation. This is not an unexpected occurrence because the role of the
academic has focused on either the scholarship of teaching and learning or
research and not promotion of the department/institution. However, the task of
profiling and promoting one’s institution is simply a matter of clearly
communicating the applicable benefits of the department/institution in a particular
situation. The main requirements for this is for the individual to have a sound
understanding of the benefits of the department/institution and the skills and
confidence to promote these benefits in a particular situation. As such leadership
capacity development initiatives could incorporate some focus on familiarising
academics with skills and strategies to promote their department/institution in the
education market.

6.3

Dilemmas Identified

Throughout this investigation, there were several contradictions unveiled that
warranted acknowledgement and discussion including:
1. In an environment that espouses the development of individuals to operate in a
particular area of professional practice there is overwhelming evidence to
suggest that higher education leaders are not being adequately prepared or
equipped to lead.
2. Providing constructive feedback to individuals on their performance is an
important leadership responsibility. This does not need to be a negative
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practice and should be managed to the benefit and not the detriment of the
individual.
3. The importance of emotional intelligence for leadership in higher education is
well recognised however the prevalence of this vital construct seems to be
somewhat lacking.
4. The fact that leaders are a critical factor in an organisation’s success is well
established however, the appointment of leaders in higher education is often
not strategic or reflective of the magnitude of this importance.
5. The higher education setting is by nature an autonomous environment which
is in opposition to the principals of effective leadership as such there is a need
for leadership in higher education to transcend the nature of the environment
and espouse emotionally intelligent leadership practices that are attuned to the
needs of staff.

6.3.1

In an Environment that Espouses Learning and Development
is there Evidence of this in Relation to Academic Leaders and
Leadership?

The generally acknowledged premise of higher education is that it is an
environment in which individuals learn and develop skills that will equip them to
operate in a particular area of professional practice. The curriculum and focus of
higher education teaching and learning is subsequently designed to achieve this
goal. The higher education sector is well respected for this contribution it makes
to the development of individuals and the provision of skilled employees to the
professions. However, in this environment that espouses the development of
individuals for professional practice, there is an insinuation throughout the
literature reviewed in this research study and the testaments of case study
participants that the development of leaders in higher education is being
neglected.

The prevalence of this lack of development is transpiring despite the fact that
leadership has been acknowledged to be an integral factor for organisational
effectiveness in educational settings and that leadership capability and
performance can be enhanced through sound leadership capacity development
(Burgoyne, Hirsh & Williams 2004; Muijs et al. 2006; Bisbee 2007; Scott, Coates
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& Anderson 2008). Despite the affordances of leadership capacity development,
the reviewed literature is suggesting that leaders in a higher education context will
reach leadership positions without ever having had formal training or
development and in most cases will be expected to learn on the job (Scott, Coates
& Anderson 2008; Fielden 2009). This shortage of leadership capacity
development opportunities was also affirmed by the infrequent incidence of
opportunities that the case study participants acknowledged knowing about or
being offered as explained in the comment:
I don’t perceive that there is much [leadership capacity development],
I am aware that people have become supervisors like Heads of School
and so on; they attend leadership training courses and so on but it’s
not widespread knowledge, it’s not like everybody knows that that
happens, so the perception is that most of that is the stuff that goes on
behind closed doors, and that’s if they’re aware of it, so the
perception is that there’s not much by way of leadership development
training. (Simon, Pre-Intervention Interview)

There was profound acknowledgement of the need for leadership capacity
development opportunities and the potential for developing leadership capacity in
both the reviewed literature and the assertions of the case study participants, as
illustrated in the comment:
I think that there is the capacity in everyone to have that [effective
leadership] just their circumstances may not have permitted that or
their cultural background may not have permitted that. But I’m sure
that if they were somehow able to find the passion and were taught
some skills that they might be able to use they could be a good leader.
I definitely don’t believe that you’re either a leader or you’re not and
you’re born with the genes that would do that. I’m sure that with all
that cultural and social background that you’ve had and family and
all that sort of thing either diminishes or increases your leadership
potential but it could always be changed and developed. (Ashleigh,
Pre-Intervention Interview)

This general lack of awareness of opportunities for developing leadership capacity
suggests that it is most likely because there is limited occurrence of leadership
capacity development initiatives transpiring in the higher education environment.
While there is some suggestion that existing leaders might be offered prospects
for developing their leadership capacity, there are seemingly few leadership
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capacity development opportunities offered to potential leaders. If this perception
is accurate then higher education institutions are missing out on numerous
benefits that the provision of such initiatives could achieve. These benefits
include:


The opportunity for individuals to ascertain whether leadership roles are a
viable and desired career progression avenue for them. Determining this
sooner rather than later can save both the individual and the
department/institution time and money in the long run.



The opportunity that the institution has to establish whether the individual has
leadership potential. By discerning this, institutions can target future
professional development, that an individual participates in, to a leadership
focus. It can also assist institutions in longer term strategic and succession
planning.



As a consequence of engagement in the leadership capacity development,
individuals may develop skills and knowledge that could enhance their
professional practice and heighten their willingness to engage in informal
leadership roles within the department/institution.



Enhanced job satisfaction, the evidence from this research investigation
suggests that engagement in leadership capacity development enhanced the
job satisfaction of case study participants. Positive job satisfaction can lead to
increased productivity, reduced absenteeism and retention of staff all of which
are of benefit to the organisation.



Greater collegiality and support for the formal leader. Throughout the
literature reviewed in this study, leadership in higher education was likened to
herding cats and the notion that individuals in the higher education context get
away with behaviour that would not be accepted in any other work
environment was also proposed. By engaging in leadership capacity
development, individuals’ awareness of the responsibilities of leaders in
higher education will be heightened. This awareness could result in
individuals being more sensitive to the challenges for higher education leaders
and more zealous in their efforts to be supportive of their own leader.

Some of the potential benefits of offering prospective leaders the opportunity to
develop their leadership capacity were presented in the comments of one case
study participant who stated:
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I think everybody has got leadership potential and it’s whether they’re
tuned into that side of it or not or whether they’ve ever been exposed
to opportunity where they can step into it. I don’t think everybody will
come out to be the world’s greatest leader but then they may well find
a niche area that they’re very good at and without having the
opportunity to develop that leadership how in an organisation would
you ever know what the potential is of those employees. Leadership
capacity to me is your ability to lead in different circumstances so for
me teaching and learning is the passionate area for me at work so
being able to be exposed to a leadership development role in that
field, that gives me the chance to look objectively at what I do at how I
operate, what I can contribute from that perspective and I think
importantly if you get to the end of that capacity development
programme and realise that it’s not a comfortable fit that it’s not
something that you’ve got any drive and passion for then just finding
that out is just as important as becoming the world’s next best leader.
(Skye, Pre-Intervention Interview)

In summary, the benefits to higher education institutions of providing leadership
capacity development initiatives are well established and significant. Institutions
now just need to embrace the fact that there is so much to gain from the provision
of leadership capacity development initiatives and commit to providing them on a
regular and ongoing basis.

6.3.2

Effective Leaders Provide Constructive Feedback, does this
Necessarily have to be managed in a Negative Way?

In this research investigation one of the leadership competency framework
practices that was explored was in relation to Communicating developments and
providing constructive feedback on performance. This particular practice, that is
focused on enhancing individuals’ performance in their work role and associated
responsibilities, through the provision of constructive and focused feedback, is an
important leadership undertaking. The greatest affordance of this leadership
practice is the potential that a leader has to accurately identify and specifically
target the development needs of the individual.

Within the higher education context, academics are regularly engaged in the
provision of constructive feedback to students. Despite the prevalence of this
practice in the scholarship of teaching and learning, there was little evidence in
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this study to suggest that an aligned practice, of leaders providing constructive
feedback to peers and subordinates, was transpiring. There could be a number of
reasons why this integral leadership practice is not occurring. One case study
participant offered a possible explanation being that providing feedback is just not
something that is consciously thought about with the comment:
If I really think about it consciously I can give good feedback like
paraphrasing back and that sort of thing but that is one area I forget
to do well. (John, Post-Intervention Interview)

While it is feasible to accept this justification as one explanation for leaders not
providing feedback to peers and subordinates it is also reasonable to assume that
there may be other possible explanations. Rowley and Sherman (2003) in
articulating some of the challenges faced by leaders in higher education suggest
that often leaders will have a personal relationship and subsequent familiarity with
those that they are leading. This can present significant difficulties particularly
when there is a need for the leader to exercise certain supervisory responsibilities.
The interactions associated with supervisory responsibilities can be perceived to
compromise the unspoken ‘terms’ of a personal relationship. In such
circumstances anything that transpires in the context of the leader and subordinate
relationship can ultimately have an impact on the personal relationship.

Murray (2002) states that feedback has to be received and accepted by the
individual to whom it is directed, for it to be constructive. At times it can be
difficult for individuals to accept feedback because of the confronting opinion that
might be communicated or the discourse with which the information is
communicated. A case study participant provided an example of such an
occurrence in the anecdote:
I had the experience recently of being in a Postgraduate presentation
for a PhD, it was a final presentation I think or one close to final and I
made some comments to the student that I thought needed to be made
and I was very very conscious of how I needed to say this so that it
would have minimal emotional impact on this person but I knew it was
going to have some impact because the things I was saying were I
thought quite significant for this person’s future and the way she
presented her material in the future. I had somebody come to me after
this and say to me “[John] I thought you were a person who really
valued good communication but I thought you bullied that person”.
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This was quite a shattering bit of feedback for me because it didn’t fit
with the way I saw myself. What I had to do, first of all was to
acknowledge to myself it had upset me emotionally so I suppose that’s
a good example of emotional intelligence, so I decided I would
actually go and have a chat to one or two colleagues who were
actually there. What I got from them was certainly a sensitivity to the
fact that they were quite accepting of the fact that yes we can
understand your emotional response to the situation we discussed it
and they provided their point of view. Ultimately they said that they
didn’t think that I was bullying rather I was being constructive. (John,
Post-Intervention Interview)

While this account was in reference to an incident with a student it is still a
relevant example of how constructive feedback in the higher education context
can be misconstrued and subsequently not accepted in the manner to which it is
intended.

The nexus between the responsibilities of leadership and an interpersonal
relationship can present difficulties in relation to leaders providing constructive
feedback. A personal relationship can heighten the discord an individual might
have in accepting feedback if the delivered advice is not aligned to their
perception of themselves and/or their performance. Ultimately, the leader cannot
control how an individual interprets or reacts to feedback. They can however,
ensure that the feedback is constructive and delivered sensitively and
empathetically. This does not mean avoiding the truth or only providing positive
feedback. Rather, it relates to ensuring that the constructive feedback is specific,
substantiated with explicit examples to illustrate the message and possibly
presenting relevant solutions. There should be dialogue between the two
individuals not just one way communication. The person receiving the feedback
should have an opportunity to express how they feel about the delivered advice
and what they intend to do in light of the information. From an emotional
intelligence perspective the leader should be thoughtful about how they
themselves might want the information communicated to them and emulate this
approach in delivering the feedback. Even better is if the leader has an awareness
of how best the feedback can be delivered so that the individual is accepting of it
and adopt this method of delivery. Most importantly it is about being considerate
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of the individual and sensitive to the potential effect the communicated message
could have on them.

6.3.3

Emotional Intelligence is Recognised as Vital But Will it Ever
be an Imperative in Higher Education?

Emotional intelligence was recognised by all of the case study participants to be
highly relevant and an important requirement for leadership in higher education.
The need to be able to interpret a situation and appreciate the motivations of
others in a given situation then respond appropriately to these motivations to bring
about a positive and desired outcome was perceived to be the most widely
accepted manifestation of emotional intelligence for leadership in higher
education. Highly diverse examples of how this conceptualisation of emotional
intelligence might transpire in the higher education environment were provided by
the case study participants. These examples included:
I think the main thing was that I didn’t react so I sort of waited I
suppose I was more self regulating my initial reaction was to react but
then I regulated that reaction until I was calm enough to actually
write an email that wouldn’t be reactive that would in fact be
supportive of what the person had asked me to do and also I tried to
ignore the bits in her email that made me feel bad. (Ashleigh, PostIntervention Interview)
In one case I just sent somebody home I said you’re too upset to be
here now, I’ll manage your class for you, you go home. But in other
cases I’ve said well you just sit here for a bit and we’ll come back to
this when you’re a bit calmer and you can deal with the situation.
(Noreen, Post-Intervention Interview).
I recognised I needed to engage emotional intelligence in how I’m
going to deal with this and so I was quite explicit about it and I
thought about how can I have a follow up interaction with these
people to not have a snowball effect how can I stop this in its tracks
make sure that everyone feels validated have their say and agree on a
path forwards or agree on the outcome or agree that this is what
happened and this is what we can learn from it rather than this is
what happened and it’s all your fault. Try to ‘decouple’ the emotional
investment that they have in it from what’s actually happening.
(Simon, Post-Intervention Interview).
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Despite participants’ overt support of the importance of emotional intelligence for
leadership in higher education there was a recognition that this construct was
highly lacking. Comments articulating why emotional intelligence is not adopted
by leaders in higher education included the fact that emotional intelligence may
not be perceived as a scientific entity, there is not enough time to engage in
emotional intelligence and it is just not a well known or understood concept:
Academia may in general not be receptive to consider emotional
intelligence issues or concepts perhaps because they are a little
ambiguous or ethereal or lack sort of a lot of Scientifics of clarity
which for my way of thinking is more the pity because I think
something can be useful even if it’s hard to prove why it’s useful.
(David, Post-Intervention Interview)
Workload and work-loading and sometimes emotional intelligence
and the practice there of becomes a secondary consideration to
getting though what’s in front of you. And I think sometimes that
becomes the driver. I think sometimes people don’t have a chance to
sit back and think about what they’ve been like and how they’ve been
working and therefore they tend to make decisions on the run and
often emotional intelligence is not a consideration. (Roger, PostIntervention Interview)
I think a lot of people don’t know about it [emotional intelligence] and
aren’t aware of it and often it’s one of the first things that are not
really considered is how the emotions of others might be impacting on
their work or their functioning in an organisation. (Mackenzie, PreIntervention Interview)

The impact on the higher education environment of a lack of emotionally
intelligent leadership is disgruntled and potentially underperforming individuals.
Apathy that prevails among individuals as a result of poor leadership can be
contagious as was aptly explained by one case study participant who commented:
When you get those sorts of things (lack of emotional intelligence),
those sorts of behaviours in management positions they have a ripple
effect throughout the organisation. For example that person comes
and talks to me, and her emotional impact has an impact emotionally
on me, and affects the way I see management the way I feel about the
job. (John, Pre-Intervention Interview)

While the premise of emotionally intelligent leadership may be a relatively new
concept in higher education there was sound justification presented in the
Chapter 6

Page | 219

reviewed literature and this research study of the need for this mode of practice.
However, for this construct to manifest in higher education there is a need to
embed and promote it in the culture of the institution. This could be done by
including aspects of emotional intelligence in the criteria for recruitment,
performance appraisals and career advancement of leaders; and ensuring that
leadership capacity development initiatives include emotional intelligence in the
content scope.

6.3.4

Leadership is a Critical Factor in an Organisation’s Success
so Should the Appointment of Leaders in Higher Education
be more Strategic?

A commonly perceived observation of leadership in higher education is that
individuals are appointed to leadership roles on the merit of academic
achievements, often research related, rather than because they have leadership or
managerial acumen (Pounder 2001; Yielder & Codling 2004; Scott, Coates &
Anderson 2008). This opinion about the questionable appointment of leaders was
supported by participants in this study with comments including:
I think that leaders in higher education are not chosen because of
their inherent skills or personal skills and qualities, they are chosen
because of their academic ability and track record in publications.
That self serving academic who couldn’t give a care about anybody
else which the system rewards. (Joanne, Post-Intervention Interview)
There are a number of people who have a very narrow focus on the
world or on their area of research and don’t have time for people and
often those people are really successful and get very high up in the
university. (Belinda, Post-Intervention Interview)
We do have people in leadership positions who have often
traditionally demonstrated leadership in one area of their work
usually it’s often been around their research and not other aspects of
their work and they may not actually be good leaders and managers
per se. (Mackenzie, Post-Intervention Interview)
These are the people at the moment if they sit in their office long
enough will become people in leadership positions because of
seniority. (Simon, Post-Intervention Interview)

Seniority or academic achievement are not rational foundations upon which
decisions about the employment of leaders should be based. Individuals who lack
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the skills required for leadership can have a detrimental effect on the morale and
productivity of others. The practices and interpersonal interactions that these
unskilled leaders engage in can role model poor behaviour that if emulated by
others could be highly damaging to the department/institution. Given the
important impact leadership can have on the success of the department/institution,
the appointment of leaders should be carefully considered and purposefully
decided. Criteria synonymous with the responsibilities of the leadership role
should be the basis upon which an individual’s performance is assessed, whether
formally or informally, and judgements about their suitability for the leadership
position made. If structures were established to enable individuals with leadership
potential to be identified, those recognised individuals could subsequently be
prepared for future leadership roles, and the likelihood that competent leaders who
can “make a difference” will be employed, is enhanced.

It is anticipated that over the next few years higher education will be significantly
affected by the retirement of ‘baby boomers’ (those born between 1946 and 1964)
(Rantz 2002; Gonzalez, Stewart & Robinson 2003; Scott, Coates & Anderson
2008). This departure of experienced professionals is expected to present a major
challenge for many institutions as they attempt to fill leadership positions that
become vacant. One viable solution to this leadership predicament is strategic
succession planning. If mechanisms were instigated to identify potential leaders,
prospective leadership candidates could be prepared so that when leadership
positions did become vacant, skilled replacements would be available.

It is widely accepted that the success of higher education institutions is dependent
on effective competent leaders and leadership. As such the appointment of
individuals to these important roles should not be impromptu but rather strategic.
Leaders should be appropriately trained and prepared for the responsibilities that
higher education leadership roles avail. The instigation of structures to identify
individuals with leadership potential can ensure that suitable leaders are identified
and can be appropriately prepared for future leadership roles.
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6.3.5

Effective Leadership is Grounded in a Premise of Collegiality
which is a Contradiction to the Nature of the Higher
Education Setting as such Should Leaders in Higher
Education Transcend the Nature of the Environment?

The higher education setting is by nature an autonomous environment where
individual achievement is recognised and rewarded. An academic who excels as a
teacher or attracts funding for their personal research interests is acknowledged as
being successful and begetting benefits for the department/institution. Conversely,
leadership success is not determined by the personal achievements of the
individual but rather the collective accomplishments of the team. If the team
performs well and achieves desired goals the leader is perceived to be doing a
good job but if the team underperforms or doesn’t achieve expected goals the
leader is deemed to be ineffective or unsuccessful. The responsibilities of
effective higher education leaders, such as inspiring and empowering others to
achieve desired goals, requires a high level of collegiality and collaboration.
However, the evidence from this research investigation suggests that more
commonly leaders in higher education act in a manner that is in opposition to
these aspirations. Case study participants in communicating their experiences of
higher education leaders, describe them as being insensitive and unaware of how
to manage others, with comments including:
The people in leadership positions don’t think about the person and
don’t deal with the person they just deal with the facts at the time.
They make decisions that affect people’s lives but they don’t consider
what the impact is going to be or if they do they don’t demonstrate it.
We have a rather negative environment in our school at the moment
and the morale is pretty poor because the management seem to
continually get everyone together and tell us all what’s wrong with the
situation and it’s very poor in terms of emotional intelligence because
the people who are doing the right thing are sitting in the room going
“Man I’m working as hard as I can, I don’t know what else I should
do” and the people who should be the recipient of this message sit
there and think well “I’m alright”. So nothing changes, nothing
happens and it’s actually a cowardly way for the managers to deal
with it it’s like let’s make it everyone’s problem and they’ll sort it out
themselves. (Simon, Post-Intervention Interview)
The people that I work with in leadership roles, I generally have little
trouble in aligning objectives with them, we agree where we want to
go but when it actually comes to managing staff or working out how to
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progress an issue or trying to identify issues people get sidetracked
very easily and they don’t know how to get things happening in an
efficient way. So I think what happens is they do get bogged down and
one of the reasons they get bogged down is they are not as good at
dealing with people as they should be. (Noreen, Post-Intervention
Interview)

Emotional intelligence principles provide a sound framework that can assist
leaders to appropriately manage staff thereby increasing the likelihood that the
collective will operate effectively and achieve desired goals. Case study
participants provided specific examples of how practices that are underpinned by
emotional intelligence principles can result in outcomes that are beneficial to both
the individual and the department/institution. Across the examples provided,
empathy consistently emerged as the foundation upon which these emotionally
intelligent practices transpired. These illustrations of sound leadership included:
I’ve got some colleagues who I think are outrageously emotionally
intelligent people and I don’t know how they do it. They are not wishy
washy, they’re not push overs these people are just incredibly skilled
or talented, they are so good at just dealing with the emotions of the
situation. I think it is a matter of recognising them [emotions],
acknowledging them [emotions] and I suppose the next step is to come
up with a really appropriate response. I think really really emotionally
intelligent people can do more than just that they find ways of turning
the person’s emotions to the advantage of the situation or synthesising
them with something else or even just changing the way people feel.
Or maybe taking someone sad and not making them feel sad anymore.
(Jacqueline, Pre-Intervention Interview)
We have a new Head of School who I think is an incredible leader and
manager, I think she’s actually just brilliant and the thing that I find
with her is she’s very empathetic so if you talk you her about
something she has a very warm presence and an empathetic presence
but she also is able to control any emotions. Often in our meetings
people do get heated up about things and I’ve just noticed that she’ll
listen to that and even if people say quite rude things to her in the
meeting she never ever loses her temper, never she absolutely keeps
total control of her temper and she’ll just diffuse the situation by
saying “I think we need to have a meeting together where you can tell
me about this”. (Ashleigh, Pre-Intervention Interview)
I think there are a number of areas where people have real concerns
such as monetary concerns, their positions, security of tenure in the
organisation and there are also a number of ways that a leader can
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motivate staff – having their egos massaged, tapping into their career
aspirations, security of tenure within university organisations – to
enthuse them to work productively. Also addressing the personal
issues, it’s difficult to be enthusiastic about all these innovative
programmes if you’re worried about being sacked tomorrow or if
you’re worried about not having enough money to put a roof over
your families’ head. It’s about addressing Maslow’s concepts of needs
and working out how to meet these needs to really motivate them.
(Roger, Pre-Intervention Interview)

For many academics operating autonomously is inherent and feasible but it is not
a mode of operation that is conducive to effective leadership. Successful leaders in
higher education need to adopt practices that are in contraction to the innate nature
of the environment. Instead of focusing on personal achievement and working in
isolation to others, effective leaders in higher education need to be aware of the
culture of the organisation, attuned to the needs of staff, and operate with
reciprocity. Leadership that is underpinned by emotional intelligence principles
can assist leaders to engage in practices that will ‘make a difference’ and, through
the appropriate management of staff, bring about benefits for both the individual
and the department/institution.

6.4

Further Research

This study primarily investigated the synergies between emotional intelligence
competencies and abilities and the leadership competency framework practices in
higher education across a cohort of eleven case study participants. It focused on
how the facilitation of emotional intelligence principles by leaders could
positively influence their leadership practice and interpersonal relationships with
colleagues. This study also examined whether emotional intelligence and effective
leadership had any bearing on an individual’s job satisfaction. Whilst this study
has addressed the research questions it endeavoured to answer, there are aspects
for future research that have been identified.

This study predominantly explored the relevance of emotional intelligence for
leadership in higher education. This in itself poses some limitations in terms of the
population and generalisability of the findings outside of the higher education
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context. There was a strong emphasis in the reviewed literature that leadership in
higher education is uniquely different to leadership in other work contexts (Gibbs,
Knapper & Picinnin 2006; Bryman 2007; Bryman 2009; Gibbs, Knapper &
Picinnin 2009; Middlehurst, Goreham & Woodfield 2009). As such, it is logical
that the findings and recommendations generated from this study would not
necessarily be applicable in other work environments. An area for further research
is to extend this study and conduct a similar exploration outside of the higher
education sector. Replicating this research investigation in either the not-for-profit
or government sectors, where similar challenges to those identified in the higher
education sector are being encountered, is recommended. Akin to the higher
education sector, the not-for-profit and government sectors are anticipating the
retirement of ‘baby boomers’ which will result in the significant loss of competent
professionals; and these sectors are also continually experiencing issues in the
management of staff. These challenges could be curtailed with the strategic
development of emotionally intelligent leaders for the future. The development of
emotional intelligence capabilities, as has resulted from this study, that are
specific to leaders and for leadership in these sectors, could inform professional
leadership development initiatives and the selection and preparation of potential
leaders.

An additional benefit to this recommended research, of investigating the relevance
of emotional intelligence for leadership in sectors outside of higher education, is
the potential to compare the findings across work sectors. Such a comparison
could be the focus of subsequent research studies that could ultimately result in a
detailed generalisable scaffold of emotional intelligence capabilities for effective
leadership in work environments. It would also be interesting to explore whether
there was any relevance between job satisfaction and emotional intelligence or
leadership practice in contexts other than higher education and if the framework
depicted in Figure 5.2 had any application in other work environments beyond the
higher education sector.
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6.5

Conclusion

This study addressed a gap in the quantum of research suggesting that emotional
intelligence is a significant factor for effective leadership in higher education.
This assertion was addressed through the explicit examination of the potential for
emotional intelligence abilities and competencies to enhance leadership practices
in a higher education context. The resounding conclusion that eventuated was that
emotional intelligence is a highly relevant and significant construct for leadership
in higher education and that leadership capacity development initiatives in higher
education should include a focus on developing emotional intelligence
understanding and skills.

From the examination and synthesis of findings that occurred in this research
study, twelve emotional intelligence capabilities for effective leadership in higher
education have been generated. These capabilities have been developed as a
practice framework for identifying, enhancing and assessing leadership in a higher
education context and advocates that effective leaders will:
1. Generate a vision and associated strategy that strives to meet the needs and
advance the capability of the individual, team, department and institution.
2. Regularly communicate the vision and associated strategy so that key
stakeholders have a shared understanding of what is to be achieved and how it
will be achieved.
3. Inspire and guide individuals and the team to achieve the shared vision and
associated strategy.
4. Accurately identify and interpret the needs, interests, abilities and concerns of
others and appropriately manage, utilise or develop these to promote
productivity and success for the individual, team and department/institution.
5. Understand their own strengths and limitations and responsibly moderate their
behaviour in leading and inspiring others to achieve a shared strategic
direction/vision.
6. Establish and promote an optimistic, collegial and collaborative work
environment where individuals and the team are encouraged to achieve the
shared strategic direction/vision.
7. Maintain a high standard of conduct that provides a positive role model for
others.
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8. Behave in an appropriate and professional manner that instills the trust of
others.
9. Accurately discern the development needs of others, empathetically
communicate these and assist others to develop accordingly.
10. Acknowledge and reward the developments and achievements of individuals,
the team and the department/institution.
11. Promote and communicate the vision/strategic direction and consequent
achievements of the department/institution within and external to the
university.
12. Generate and encourage a progressive vision for the future that will advance
the department/institution.

These twelve capabilities are proposed as an articulation of the relevance of
emotional intelligence for effective leadership in higher education. The ensuing
intention is that the capabilities would inform the focus of content to be addressed
in leadership development initiatives and provide the basis for explanations and
practical examples of how emotional intelligence might manifest in effective
higher education leadership.

This study also explored a premise that emotional intelligence can influence an
individual’s job satisfaction. This proposition was addressed through a
comparative qualitative and quantitative analysis of the interrelationships between
emotional intelligence and job satisfaction across the eleven case study
participants. The findings from this research study suggest that emotional
intelligence can have a significant impact on job satisfaction and that strong
emotional intelligence is aligned to positive job satisfaction. There is evidence to
suggest that by enhancing emotional intelligence job satisfaction can be increased.
It is also highly likely that not only will an increased awareness of emotional
intelligence enhance job satisfaction but that engagement in leadership capacity
development initiatives, such as the programme facilitated in conjunction with
this research study, also contributes to enhancing job satisfaction. The affordances
of emotional intelligence and job satisfaction for leadership in a higher education
context, that emerged from this research study, suggest that emotionally
intelligent leaders are more likely to be satisfied and are also more like to be
effective leaders.
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Several recommendations for the enhancement of current and future leaders in
higher education are proposed as a consequence of the findings in this study.
These are:
Recommendation 1: Higher education institutions should invest in leadership
capacity development initiatives that are designed to prepare and further develop
future and existing leaders.
Recommendation 2: Leadership capacity development initiatives in higher
education should incorporate opportunities for individuals to gain knowledge of
emotional intelligence specifically - self awareness, self management, social
awareness and social skills and how these constructs might manifest in authentic
higher education practice.
Recommendation 3: Leadership capacity development initiatives in higher
education should encompasses an approach that fosters awareness raising of
effective leadership; identification and implementation of strategies to foster
leadership development in an authentic context; and ongoing reflection to ensure
sustainable and enduring leadership capacity development.

In conclusion emotional intelligence is positioned as a construct that can be
employed by leaders to develop socially just and equitable workplaces that will
“make a difference” in higher education. The potential that leadership in higher
education will continue to improve and be enhanced seems certain and this thesis
is submitted with optimism that there are exciting reforms ahead for leaders and
leadership in higher education.
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APPENDIX 1:
METHODOLOGY TIMELINE OF EVENTS
The following table provides an overview of the methodological activities that
were undertaken in this research project and when and why these activities
transpired.

WHEN

WHAT WAS DONE

WHY IT WAS DONE

September
2007

Identified PhD Research Context:
Approached ALTC Distributive
Leadership Project Leader about the
prospect of aligning PhD research study
with the DLP and the possibility of
engaging the participants from the ALTC
project in the research study

The Distributive Leadership Project
provided a highly conducive context in
which to study constructs of the PhD
study – leadership, emotional
intelligence and higher education.

October
2007

Submitted ethics application:
completed and submitted research ethics
application

A requirement of the University of
Wollongong and PhD candidature.

November
2007 –
January
2008

Recruited participants: Conducted face
to face interviews with Distributive
Leadership Project participants from three
Universities and invited them to be
involved in PhD study. These interviews
were conducted at their respective
institutions one on one.

The Distributive Leadership Project
participants were to engage in a
programme that was aligned to PhD
research study.

November
2007 –
January
2008

Consent Forms: Participants were asked
to complete a consent form that was
given to them during the face to face
meeting and send the completed form
back to the PhD research Candidate
(Dominique Parrish) if they were willing to
participate in the research study.

Not asking for the consent form at the
meeting enabled participants to freely
opt not to be involved in the research
study if they didn’t want to. The consent
form was a means of determining that a
participant wanted to be involved and
also met ethics requirements

February
2008

Conducted Pre-Intervention Phone
Interviews: Interviewed each participant,
who had consented to be involved in PhD
research study. Interviews were
approximately 1 hour in length, and
explored the participant’s experiences of
leadership and leadership in higher
education, perspectives and views of:
leadership and emotional intelligence.

Interviews were intended to provide a
context of participant’s experiences and
views of leadership emotional
intelligence and leadership capacity
development, a basis from which any
leadership or emotional intelligence
development could be assessed prior
to any formal engagement in the
Distributive Leadership Project.
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WHEN

February
2008

17th – 20th
February
2008

February –
September
2008

WHAT WAS DONE

WHY IT WAS DONE

Pre-Intervention emotional intelligence
assessments: Participants, who had
consented to be involved in the PhD
research study completed an online ability
based assessment of their emotional
intelligence. The online test had to be
completed in one sitting and took 20-60
minutes to complete.

Emotional intelligence as a major area
of investigation for this research study
was assessed to enable exploration of
whether the emotional intelligence of
participants changed throughout the
course of the Distributive Leadership
Project. The test results provided a
supposed measure of participant’s
emotional intelligence and a basis from
which any changes in the emotional
intelligence of participants could be
gauged.

Distributive Leadership Project
Leadership Retreat: Participants came
together as part of the DLP to engage in
formal leadership development training.

The Leadership retreat was
implemented to provide participants
with specific leadership knowledge and
skill training and enable participants to
develop and foster relationships with
each other. The relevance of PD for
leadership development was a
construct being explored in the PhD
study.

Facilitation of Authentic Tasks:
Participants lead a faculty based project
that was aligned to the strategic goals of
their faculty and University in relation to
some aspect of assessment.
Participants also collaboratively organised
a national roundtable on assessment.

February –
September
2008
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Engagement in Communities of
Practice: Participants met to discuss the
progress of their individual projects and to
organise a national roundtable on
assessment. These meetings occurred
with:


each other in face to face,
teleconference and videoconference
meetings;



their institutional colleagues in formal
and informal face to face meetings;



project leaders in formal and informal
face to face meetings.

The authentic tasks were activities in
the DLP. However, they also provided
a means by which one of the principles
of leadership development - authentic
learning, being explored in the PhD
research study could be practiced by
participants.
A consistent task focus for the
participants’ faculty based projects of
assessment meant that all of the
participants had a common interest and
through this interest became a
Community of Practice which was
another principle of leadership
development that was being explored
in the PhD research study.
There were formal and informal
meetings scheduled as part of the
broader DLP which ensured that
participants were all engaging to some
degree in a Community of Practice.
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WHEN

February –
September
2008

WHAT WAS DONE
Coaching and Mentoring: Participants
met to discuss the progress of their
individual projects and leadership in a
higher education context with mentors
and coaches. Mentors included senior
academics from their institution and past
participants in the broader Distributive
Leadership Project. These meetings were
conducted in face to face meetings.
Some participants also had the
opportunity to meet with strategic
institutional coaches in face to face
meetings.

February –
September
2008

16th – 17th
June 2008
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Reflection: Participants met implored to
engage in reflective practices. Initially it
was hoped that this would occur formally
through a reflective journal however time
constraints meant that participants more
commonly engaged in reflection in the
meetings they had with their mentors and
coaches and as a Community of Practice.
Some participants also reflected on
critical incidents after they occurred or
after a major event had transpired. In a
couple of cases participants did record
musings but not consistently over a
period of time.

Distributive Leadership Project
Leadership Workshop: Participants
came together as part of the DLP to
engage in leadership development
training, particularly in regard to emotional
intelligence and to enable participants the
opportunity to plan the National
Roundtable face to face.

WHY IT WAS DONE

Mentoring was yet another principle of
leadership development that was being
explored in the PhD research study.
The formal and informal meetings that
some of the participants engaged in
enabled this aspect of leadership
development to be explored and the
relevance of it as a construct of
leadership development to be
investigated.

Reflective practice was another
principle of leadership development
that was being explored in the PhD
research study.
In discussion with participants it often
became apparent that some were
engaging in reflective practice even
though they were not necessarily
aware of this or could formally label the
behaviour that was actually reflection.

The Leadership workshop was
implemented to provide participants
with further leadership training
particularly awareness of emotional
intelligence and it’s relevance for
leadership and to enable participants
an opportunity to collaboratively
organise the National Roundtable.
Emotional intelligence as a critical
underpinning to the PhD research
study needed to be formally explained
to participants so that through their
awareness of the construct they could
employ and recognise the
competencies and abilities as well as
the relevance of it for their leadership of
the authentic tasks they were
implementing.
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WHEN

WHAT WAS DONE

WHY IT WAS DONE

18th
September
2008

National assessment roundtable:
Participants facilitated a national
roundtable on assessment as part of the
wider Distributive Leadership Project.

The national assessment roundtable
was an authentic task that participants
had the opportunity to engage in. This
activity enabled a number of the
participants to be involved in organising
an event that they had no prior
experience or exposure to. This activity
further enabled the construct of
authentic learning as a means of
leadership development to be explored.

September
- October
2008

Conducted Post-Intervention Phone
Interviews: Interviewed each participant
in the PhD research study. Interviews
were approximately 1 hour in length, and
explored a critical incident that the
participant had experienced over the
duration of the Distributive Leadership
Project. The interview also investigated
how the participant believed they had
exercised leadership in managing the
critical incident, whether and how they
demonstrated emotional intelligence and
their views on how Leadership Capacity
can best be developed in a higher
education context and the relevance of
emotional intelligence for leadership in a
higher education context.

September
- October
2008
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Post-Intervention emotional
intelligence assessments: Participants,
in the PhD research study completed an
online ability based assessment of their
emotional intelligence. The online test
had to be completed in one sitting and
took 20-60 minutes to complete.

Interviews were intended to provide a
context of participant’s development of
leadership and emotional intelligence.
A critical incident was used to enable
participants to focus their thoughts on
an actual event and make statements
about actual practices they engaged in
rather than having them talk abstractly
about the constructs being
investigated.
Having participants report on the
competencies and actions they
employed in managing the critical
incident also meant that an assessment
of their skills was based on their actual
actions as leaders rather than their
knowledge and understanding of how
to act as a leader.
The post-intervention emotional
intelligence assessment was intended
to enable analysis of emotional
intelligence development throughout
the course of the Distributive
Leadership Project intervention
programme.
The test results were intended to
provide a like score and basis for
assessing and changes in participant’s
emotional intelligence during the
course of the intervention.
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WHEN

March –
June 2009

July –
October
2009
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WHAT WAS DONE

Identification of major and sub themes
in interview transcripts:
Participant’s interview transcripts were
reviewed with major and sub themes from
these being identified

Analysis of data:
A thematic analysis of the data was
employed

WHY IT WAS DONE
Major themes explored in the analysis
of the interview data were in relation to
Leadership in higher education,
emotional intelligence for leadership in
higher education and leadership
capacity development.
Sub themes were generated from a
review of literature in the major theme
areas and then identified in the
participant’s interview transcripts.
Theories and explanations to address
the four research questions were
generated from the analysed data.
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APPENDIX 2:
CONSENT FORM FOR PARTICIPANTS

EMOTIONAL INTELLIGENCE AND LEADERSHIP IN HIGHER
EDUCATION
DOMINIQUE PARRISH
I have been given information about ‘Developing leadership capacity in higher
education: The impact and interrelationships of a leadership capacity development
programme, leadership effectiveness and emotional intelligence’ and discussed
the research project with Dominique Parrish who is conducting this research as
part of a PhD supervised by Peter Kell and Phil Pearson in the department of
Education at the University of Wollongong.
I have been advised of the potential risks and burdens associated with this
research, and have had an opportunity to ask Dominique any questions I may
have about the research and my participation. I understand that my anonymity
and confidentiality will be maintained.
I understand that my participation in this research is voluntary, I am free to refuse
to participate and I am free to withdraw from the research at any time. My refusal
to participate or withdrawal of consent will not affect my treatment or relationship
with my institution.
If I have any enquiries about the research, I can contact Dominique Parrish on
0407 934 295 and Phil Pearson on 4221 3889 or Peter Kell on 4221 3857or if I
have any concerns or complaints regarding the way the research is or has been
conducted, I can contact the Ethics Officer, Human Research Ethics Committee,
Office of Research, University of Wollongong on 4221 4457.
By signing below I am indicating my consent to
 Completing a Satisfaction Survey, an emotional intelligence assessment
(MSCEITV2) and an interview about leadership and leadership effectiveness;
 The data gathered from this survey, interview and emotional intelligence
assessment being analysed;
 This analysis of gathered data being used as a case study in the thesis ‘Developing leadership capacity in higher education: The impact and
interrelationships of a leadership capacity development programme,
leadership effectiveness and emotional intelligence’ being produced by
Dominique Parrish as part of a PhD.
I understand that the data collected from my participation will be used for thesis,
and I consent for it to be used in that manner.

Signed

Date

.......................................................................

......./....../......

Name (please print)

.......................................................................
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APPENDIX 3:
PARTICIPATION INFORMATION SHEET

TITLE: Developing leadership capacity in higher education: The impact and
interrelationships of a leadership capacity development programme, leadership
effectiveness and emotional intelligence
PURPOSE OF THE RESEARCH: This is an invitation to participate in a study conducted
by research student Dominique Parrish through the University of Wollongong. The
purpose of the research is to investigate whether:
 A programme designed to develop leadership capacity in higher education enhances
leadership effectiveness
 There are relationships that exist between the development of leadership capacity;
leadership effectiveness; and emotional intelligence?
The people from the University of Wollongong involved in this study are:
Ms Dominique Parrish
PhD Student
Faculty of Education
Mob: (0407) 934 295
dom@parag.com.au
Supervisors:
Dr Phil Pearson
Lecturer, Physical and Health Education
Education and Training,
Faculty of Education
University of Wollongong
Phone: (02) 4221 3889
Email: pearson@uow.edu.au

Associate Professor Peter Kell
Associate Professor in Adult
Faculty of Education
University of Wollongong
Phone: (02) 4221 3857
Email: pkell@uow.edu.au

METHOD AND DEMANDS ON PARTICIPANTS: If you choose to be included, you will
be asked to complete a survey tool that is aimed at gathering information with regard to
your job satisfaction and intention to stay/leave your institution, your emotional
intelligence, measured using a specific tool the Mayer-Salovey-Caruso Emotional
Intelligence Test Version 2.0 (MSCEIT V2.0) that will be administered online and your
perceptions of leadership effectiveness in an interview conducted by phone. These three
assessments will be undertaken pre and post your engagement in the Distributive
Leadership Project that is being implemented as an external project to this research and
in which you are already engaged.
RISKS, INCONVENIENCES AND DISCOMFORTS: Apart from the investment of time to
complete the additional research data gathering requirements (i.e. satisfaction survey,
MSCEIT and phone interview) pre and post your involvement in the Distributive
Leadership Project funded by the Carrick Institute for Learning and Teaching in Higher
Education (Carrick) there are no other foreseeable risks for you. Your involvement in this
research study is voluntary and you may withdraw your participation from the study at any
time and withdraw any data that you have provided to that point. Refusal to participate in
the study will not affect your relationship with Carrick, your institution or the University of
Wollongong.
FUNDING AND POSSIBLE BENEFITS OF THE RESEARCH: This study is funded by
the research student. This research will provide a basis for future leadership development
programmes and succession planning strategies in the higher education context. Findings
from the study will be published in a thesis report for a PhD qualification and possibly
Appendix 2
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published in peer-reviewed journals. Confidentiality is assured and you will not be
identified in any part of the research.
ETHICS REVIEW AND COMPLAINTS: This study has been reviewed by the Human
Research Ethics Committee (Social Science, Humanities and Behavioural Science) of the
University of Wollongong. If you have any concerns or complaints regarding the way this
research has been conducted, you can contact the University of Wollongong Ethics
Officer on (02) 4221 4457.

THANK YOU FOR YOUR INTEREST IN THIS STUDY.
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APPENDIX 4:
JOB SATISFACTION SURVEY

Thank you for completing this survey, which should take approximately 5 minutes to
finish. The findings from this survey will be used in the research project “Developing
leadership capacity in higher education: The impact and interrelationships of a leadership
capacity development programme.” This project will investigate: how a programme
designed to develop leadership capacity in higher education enhances leadership
effectiveness; and what relationships if any exist between the development of leadership
capacity, leadership effectiveness and emotional intelligence.
It is vital that the information you provide is honest. All information is regarded as
STRICTLY CONFIDENTIAL and remains entirely with the principal researcher. There will
be no identification of participants and gathered data will ONLY be used for the purposes
of this research project.

Please note that your participation is entirely voluntary.

Part A: Demographic Data
Please tick the correct box.

1. Gender:

2. Age:

3. University:
(Optional)

4. Years with
your
institution:

5. Leadership
Role:

Male:

1824:



La Trobe:

0-4:





2534:





5-9:

Female:

3544:

Flinders:



10-14:

4554:










54+:

Wollongong:

1519:



20+:





…………….…………….…………….…………….…………….……………………

(If applicable)
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Part B: Personal Job Satisfaction
Please tick the box that best reflects your response.
1. Which of the following indicates how much of the time you feel satisfied in your role?
a. All of the time

b. Most of the time

c. About half of the
time

d. Seldom

e. Never











2. Which of the following statements best describe how you feel about your role?
a.

I love it



b. I like it

c. I am indifferent
to it

d. I dislike it

e. I hate it









3. Which of the following statements best describes how you feel about changing your current
role?
a. I would not
exchange my
current role for
any other



b. I’m not eager to
change my role
but I would if I
could get a
better role in the
institution

c. I am not sure if I
would exchange
my present role
for a similar one

d. I would like to
change my role
soon

e. I would leave
this role at once
if I felt I could









Comments:
………………………………...…………………………………………………………………………………
………………………………...…………………………………………………………………………………
………………………………...…………………………………………………………………………………
4. How long do you see yourself in your current role in the future?
a. Indefinitely

b. For 5-10 years

c. For 3-5 years

d. I anticipate I will
leave it within
the next 12
months

e. I am planning to
leave as soon as
possible











If you intend to leave this role, what are your reasons for leaving?
………………………………...…………………………………………………………………………………
………………………………...…………………………………………………………………………………
………………………………...…………………………………………………………………………………
If you intend to leave this role, where do you see yourself after leaving this role?
………………………………...…………………………………………………………………………………
………………………………...…………………………………………………………………………………
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Part C: Institutional Job Satisfaction
Indicate the level to which you think the following list of job satisfaction items are occurring
in your institution.
Job Satisfaction Items

Strongl
y Agree

Agree

Not
Sure

Disagree

Strongly
Disagree

The mission/vision/value system of the
school/faculty/university is promoted regularly and
consistently.











There are regular opportunities provided for me to
learn new skills.
















There are regular opportunities provided for me to use
a variety of skills and abilities across a range of tasks.











I feel a sense of worth and achievement in the work I
do.











Adequate feedback is provided to me on my
performance and contributions to the
school/faculty/university.











I am appropriately recognised for my performance and
contributions to the school/faculty/university.











I am aware of opportunities for my future in the
school/faculty/university including promotion
opportunities that involve more responsibility and
increased status.











The environment within which I operate is just and fair
and it is evident that everyone is treated equally.











There are opportunities for me to socialise with peers
and co-workers.
















I see the work I do as challenging and worthwhile.

I am fairly compensated.

Comments:
………………………………...…………………………………………………………………………………
………………………………...…………………………………………………………………………………
………………………………...…………………………………………………………………………………
In the event that further explanation of responses provided in this survey is required would you be
happy to be contacted by the principal researcher?
Yes



best contact is:

………………………………

No



THANK YOU FOR YOUR ASSISTANCE WITH THIS RESEARCH PROJECT
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APPENDIX 5:
SUMMARY OF THE DATA COLLECTION SCHEDULE
DATA
COLLECTED

Job
Satisfaction

Emotional
intelligence
(MSCEIT)
assessment

Interview

Appendix 5

WHERE DATA
COLLECTED

Participants
individually
completed an
electronic or
hard copy of
the survey

Participants
completed the
assessment
online through
a dedicated
MSCEIT
assessment
portal

Interviews
were
conducted by
phone

WHEN THE DATA WAS
COLLECTED
Pre-intervention
assessments were
completed between
January and February
2008.
Post-intervention
assessments were
completed between
September and
November 2008
Pre-intervention
assessments were
completed between
January 22 and
February 27 2008.
Participants took 18 - 60
minutes to complete the
pre-test with the average
time taken being 32
minutes.
Post-intervention
assessments were
completed between
November 11, 2008 and
June 1 2009.
Participants took 21 - 50
minutes to complete the
post-test with the
average time taken
being 30 minutes.
Pre-intervention
interviews were
conducted between
February 4 and February
13 2008.
Post-intervention
interviews were
conducted between
September 23 and
October 21 2008.

HOW THE DATA WAS
COLLECTED

Participants returned the completed
job satisfaction surveys directly to
the researcher either by email or
facsimile.

Participants logged into the MSCEIT
assessment portal
www.mhsassessments.com with a
registration code and password.
There was no time limit in which the
participants had to complete the
questionnaire, however each
participant did have to complete the
test in one session. If they did not
complete the assessment in one
sitting, the responses entered would
have been lost and the participant
would have had to restart the
process over again. Every question
had to be answered.

A mutually convenient time for the
phone interview was organised
between the researcher and the
research participant. The phone
interview was conducted at the
arranged time and recorded by the
researcher. A complete transcript of
the interview was compiled from the
recording of the interview and notes
that were taken during the interview
and sent to the participant for
verification and validation before
being analysed in NVivo.
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APPENDIX 7:
NVIVO CODING CATEGORIES
Following is an overview of the nodes that evolved and were subsequently used
for analysis of the data collected in this research investigation.

PARENT NODE: CONTEXT, RELEVANCE AND DIMENSIONS OF EMOTIONAL INTELLIGENCE
FOR LEADERSHIP IN HIGHER EDUCATION
Sibling Nodes





Acceptance of emotional intelligence as
a relevant construct
Barriers to emotional intelligence as a
construct in higher education
Examples of emotional intelligence and
effective leadership
Important emotional intelligence qualities
for leadership







Personal experiences of emotional intelligence
and leadership in higher education How
emotional intelligence might be developed in
higher education
Examples of where emotions are identified
and managed appropriately
Quantification of the relevance of emotional
intelligence for leadership in higher education
Understandings of emotional intelligence

PARENT NODE: CONTEXT, RELEVANCE AND DIMENSIONS OF LEADERSHIP CAPACITY
DEVELOPMENT IN HIGHER EDUCATION
Sibling Nodes




Appreciation and understandings of
leadership capacity development
Personal value of engagement in
leadership capacity development
initiative(s)
Mentoring as a strategy for leadership
capacity development






Professional development activities as a
strategy for leadership capacity development
Authentic tasks as a strategy for leadership
capacity development
Communities of Practice as a strategy for
leadership capacity development
Reflection as a strategy for leadership
capacity development

PARENT NODE: CONTEXT, RELEVANCE AND DIMENSIONS OF LEADERSHIP IN HIGHER
EDUCATION
Sibling Nodes





Personal experiences of higher
education
Personal experiences of leadership in
higher education
Indicators/strategies for development of
effective leadership in higher education
Examples of a transformational style of
leadership

Appendix 7








Examples of a Laissez-Faire style of
leadership
Examples of a methodical and prescriptive
style of leadership
Examples of a task-focused style of leadership
Examples of a people-oriented style of
leadership
Examples of a situational style of leadership
Examples of a transactional style of leadership
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PARENT NODE: EMOTIONAL INTELLIGENCE ABILITY VIEW OF LEADERSHIP (MAYER &
SALOVEY) IN HIGHER EDUCATION
Sibling Nodes



Ability to perceive, appraise and express
Emotions
Ability to use emotional facilitation of
thinking in performing tasks





Ability to understand and analyse emotions to
enable utilisation of emotional knowledge, to
understand and interpret the meaning of
emotions
Ability to regulate and manage emotions

PARENT NODE: EMOTIONAL INTELLIGENCE COMPETENCY VIEW OF LEADERSHIP
(GOLEMAN) IN HIGHER EDUCATION
Sibling Nodes






Self Awareness
Social Skills

Self Management
Social Awareness

PARENT NODE: CHARACTERISTICS OF EFFECTIVE LEADERSHIP IN HIGHER EDUCATION
Sibling Nodes





Providing a clear sense of direction
and/or strategic vision
Creating and fostering a positive
collaborative work environment where
staff support and facilitate the direction
set
Having integrity and credibility, being
considerate, trustworthy and empathetic,
treating staff fairly and acting as a role
model
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Communicating developments and providing
constructive feedback on performance
Proactively promoting the interests of the
department/institution within and external to
the university, respecting existing culture but
seeking to advance values through a vision for
the department/institution.
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APPENDIX 8:
EMOTIONAL INTELLIGENCE CODING CATEGORIES
Following is an overview of the nodes that evolved and were subsequently used
for analysis of the data collected in this research investigation in regard to the
ability and competency views of emotional intelligence.

PARENT NODE: EMOTIONAL INTELLIGENCE ABILITY VIEW OF LEADERSHIP - ABILITY TO
PERCEIVE, APPRAISE AND EXPRESS EMOTIONS
Sibling Nodes



Ability to identify emotion in ones
thoughts, feelings and physical states.
Ability to identify emotions in other
people.




Ability to express emotions accurately.
Ability to discriminate between accurate and
inaccurate feelings.

PARENT NODE: EMOTIONAL INTELLIGENCE ABILITY VIEW OF LEADERSHIP - ABILITY TO
USE EMOTIONAL FACILITATION OF THINKING IN PERFORMING TASKS
Sibling Nodes





Ability to use emotions to prioritise
thinking by directing attention to
important information.
Ability to generate emotions to assist
judgement.



Ability to use emotional mood swings to
encourage consideration of multiple points of
view.
Ability to use emotions to encourage specific
problem solving approaches.

PARENT NODE: EMOTIONAL INTELLIGENCE ABILITY VIEW OF LEADERSHIP - ABILITY TO
UNDERSTAND AND ANALYSE EMOTIONS TO ENABLE UTILISATION OF EMOTIONAL
KNOWLEDGE, TO UNDERSTAND AND INTERPRET THE MEANING OF EMOTIONS
Sibling Nodes



Ability to label emotions and recognise
relations among words and emotions.
Ability to interpret the meanings that
emotions convey.




Ability to understand complex, simultaneous or
blends of feelings.
Ability to recognise likely transitions among
emotions.

PARENT NODE: EMOTIONAL INTELLIGENCE ABILITY VIEW OF LEADERSHIP - ABILITY TO
REGULATE AND MANAGE EMOTIONS
Sibling Nodes



Ability to stay open to feelings – good
and bad.
Ability to reflectively engage or detach
from an emotion depending upon its
usefulness.
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Ability to reflectively monitor emotions in
oneself and others.
Ability to manage emotions by moderating
negative emotions and enhancing positive
ones.
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PARENT NODE: EMOTIONAL INTELLIGENCE COMPETENCY VIEW OF LEADERSHIP – SELF
AWARENESS
Sibling Nodes



Emotional self awareness – recognising
ones emotions and their effects.
Accurate self assessment – knowing
one’s strengths and limitations.



Self confidence – a strong sense of one’s selfworth and personal capabilities.

PARENT NODE: EMOTIONAL INTELLIGENCE COMPETENCY VIEW OF LEADERSHIP – SELF
MANAGEMENT
Sibling Nodes




Self control – keeping disruptive
emotions and impulses under control.
Trustworthiness – honesty and integrity.
Initiative – readiness to act



Conscientiousness –responsibly managing
oneself.
Adaptability – flexibility with challenges.
Achievement - drive to improve




PARENT NODE: EMOTIONAL INTELLIGENCE COMPETENCY VIEW OF LEADERSHIP –
SOCIAL AWARENESS
Sibling Nodes


Empathy – understanding others and
taking active interest in their concerns.



Organisational awareness – empathising at
the organisational level.
Service orientation – recognising and meeting
customers’ needs.



PARENT NODE: EMOTIONAL INTELLIGENCE COMPETENCY VIEW OF LEADERSHIP –
SOCIAL SKILLS
Sibling Nodes





Developing others – sensing others’
development needs and bolstering their
abilities.
Leadership – inspiring and guiding groups
and people.
Change catalyst – initiating or managing
change
Teamwork and collaboration- creating a
shared vision
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Influence – wielding interpersonal influence
tactics.
Communication – sending clear, convincing
messages.
Conflict management – resolving
disagreements.
Building bonds – nurturing instrumental
relationships
Synergy in teamwork – working with others
toward shared goals
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